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ABSTRACT OF DISSERTATION 
ADMINISTRATORS BUILDING SOCIAL CAPITAL TO FOSTER INFORMAL TEACHER 
LEADERSHIP IN TYPE C INTERNATIONAL SCHOOLS IN VIETNAM 
The goal of this study was to explore how administrators build social capital among 
expatriate teachers to foster informal teacher leadership in type C international schools. The 
researcher employed a single-site case study in an international school in Vietnam. A theoretical 
framework based on Bourdieu’s (1986) social capital theory was used to design the research 
instruments and analyze the data. 
In phase one, the researcher collected survey data with the participants being the teaching 
staff at the international school. The data were used to conduct a social network analysis to 
identify informal teacher leaders (ITLs), identify subgroups, and compare network density 
among expatriates and host country nationals. In phase two, expatriate teachers, expatriate ITLs 
identified in the social network analysis, and administrators took part in semi-structured 
interviews. The interviews and researcher-generated memos were coded, categorized, and 
themed. 
Host country nationals and expatriates were not stratified into different subgroups. 
However, stratification did occur based on culture. Western teachers comprised one subgroup, 
and Asian teachers comprised another subgroup. Density among host country nationals was 
higher than expatriates, suggesting more interactions among host country nationals. Five host 
country national ITLs and eighteen expatriate ITLs were identified. 
To build social capital, administrators shared their knowledge of expatriate ITLs with 
expatriate teachers and created time to connect within the schedule. As a result, expatriate ITLs 
influenced their colleagues within groups. To build trust, administrators respected teachers’ 
profession and perspective and effectively managed crises. As a result, colleagues felt like a 
family and helped each other without judgment. The international school context affected 
desirable skills for expatriate ITLs: (1) adapting the curriculum, (2) sharing strategies for English 
language learners, and (3) length of time working at the international school. Expatriate ITLs 
used these skills to help first-year international teachers. 
Findings suggest administrators have a critical impact on the preconditions for distributed 
leadership, and followers play a critical role for ITLs. Findings confirm the importance of social 
capital for ITLs but building social capital between cultures presents challenges. Administrators 
 
in international schools may need to build human capital, decisional capital, and social capital, 
known collectively as professional capital. Expatriate ITLs can help with two issues with 
international teachers: (1) adjusting to new places, and (2) retention. Expatriate ITLs build strong 
relationships that exist outside the international school, help colleagues acclimate to a new 
environment, and act as group representatives. Expatriate ITLs’ actions influence colleagues and 
administrators to meet the unique needs of their student population. 
KEYWORDS: International Schools, Informal Teacher Leadership, Administrators, 
Social Capital 
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Chapter 1: Introduction   
 School norms, developed in the twentieth century, have firmly divided the roles of 
teachers and administrators in the twenty-first century. Teachers have rarely been encouraged to 
expand their influence outside the classroom and have rarely been empowered to fully achieve 
school-wide goals. The assumption that administrators are the only leaders has affected school 
cultures and school structures, limiting the development of teacher leaders (Barth, 2001). 
However, the assumption that only one person can lead, and the rest must follow began to shift 
in the late twentieth century (Rost, 1991). Much of the shift is attributed to the world’s growing 
complexity due to rapid globalization, automation, and migration (Uhl-Bien, Marion, & 
McKelvey, 2007). Beginning in the 1980s, schools underwent a radical restructuring in the wake 
of the Federal Government’s commissioned report A Nation at Risk and the failure of traditional 
school hierarchies (Bjork, Kowalski, & Young, 2005; Bush 2015). As a result of school 
restructuring, the concept of teacher leadership emerged which has roots in instructional 
leadership and distributed leadership (Anderson, 2004; Bush, 2015; Katzenmeyer & Moller, 
2009; Neumerski, 2013).  
The important themes which guide this study are introduced in this chapter. An 
introduction to instructional leadership and distributed leadership is discussed in relation to 
teacher leadership. Then, an overview of teacher leadership is provided with an emphasis on 
informal teacher leadership. Social capital’s importance for informal teacher leaders is also 
discussed. An introduction to the study’s context is also provided with a discussion on 
international schools and international teachers. Finally, the problem statement, research 
questions, and study’s purpose is discussed along with a description of the study’s key terms.  
Instructional Leadership  
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 There was a time when researchers originally conceived instructional leadership as a 
unitary role carried out by the school principal (Hallinger, 2003; Hallinger, 2010). Prevailing 
thinking saw the actions of the instructional leader not affecting students directly but having a 
“trickle-down effect,” which would affect student performance (Heck, Larson, & Marcoulides, 
1990, p. 95). These actions included: (a) defining the mission, (b) promoting a positive culture, 
(c) monitoring student progress, (d) evaluating instruction, (e) coordinating curriculum, (f) 
improving teaching, (g) and providing professional development (Hallinger, 2003; Hallinger, 
2010; Heck, Larson, & Marcoulides, 1990). Although the lone instructional leader was 
conceptualized as being transformational, he or she was, in fact, transactional as they managed 
and controlled people towards a “predetermined set of goals” (Hallinger, 2003, p. 338). Hallinger 
(2005) and Hoy and Hoy (2009) questioned if a single instructional leader is even possible. One 
person cannot effectively balance administrative duties with instructional leadership 
responsibilities. Researchers began to move away from the assumption that one instructional 
leader resides within a school. The “instructional aspects of leadership” are important in relation 
to a distributed leadership model (Timperley, 2005, p. 397). If teachers are empowered through 
distributed leadership, they all have the potential of being instructional leaders.  
Distributed Leadership 
Beginning in the 1990s, distributed leadership gained popularity within organizations and 
was a departure from the traditional view of leadership. Lipman-Blumen (1996) gave two 
reasons for this shift. First, increased global interdependence, and second, demands for inclusion 
and diversity. Lipman-Blumen argued that these demands highlight the limitations of leadership 
as a single individual. According to Bolden (2011), leadership “is not the monopoly or 
responsibility of just one person,” but instead “a social process” (p. 252). Distributed leadership 
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has three distinct elements: (1) an emergent property of a network of interacting individuals, (2) 
openness of leadership boundaries, and (3) expertise varieties distributed among the many, not 
the few (Bennett et al., 2003). Distributed leadership has become popular in organizations, 
especially in schools since the turn of the millennium. Distributed leadership manifests in 
schools through teacher leadership (Bush, 2015).   
Evolution of Teacher Leadership 
 Teacher leadership emerged as a response to reform movements of the 1980s. Reformers 
in the 1980s originally conceived teacher leadership as a means for improving traditional school 
hierarchies (Bush, 2015). Since then, the concept of teacher leadership has evolved (Wenner & 
Campbell, 2017; York-Barr & Duke, 2004). Silvia, Gimbert, and Nolan (2000) divide the 
evolution of teacher leadership into three waves. In the first wave, teacher leaders took on roles 
such as the department head. Teacher leadership was more of an extension of the administration, 
in which teachers helped with school operations (York-Barr & Duke, 2004). Teacher leaders 
were thought of as assistants to the principals. In the second wave, schools began to tap into the 
instructional expertise of teacher leaders with new roles such as curriculum coordinators and 
teacher mentors (York-Barr & Duke, 2004). Teachers were also brought into the decision-
making process (Smylie & Denny, 1990). In the third wave, teacher leaders were placed at the 
center of a cultural restructuring, in which collaboration and continuous learning were necessary 
for school improvement (York-Barr & Duke, 2004). Currently, the field of teacher leadership is 
in the fourth wave, which has been redefined to include informal teacher leadership (Ackerman 
& Mackenzie, 2006; Pounder, 2006). Teacher leadership remains an essential issue within 
educational leadership because it is seen as a way to empower teachers to create, shape, and 
implement change (Anderson, 2004; Harris & Jones, 2019). 
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The Importance of Social Capital 
 Social capital may be essential for the development of informal teacher leadership. Social 
capital is the combined or potential resources linked together through a network of individuals 
(Bourdieu, 1986). People gain social capital through the relationships they have with others, and 
use social capital to facilitate action (Coleman, 1988). Because informal teacher leaders (ITLs) 
do not have the power that comes with a formal position, they create strong relationships to build 
social capital. In the context of the present study, social capital is the means through which ITLs 
improve teachers’ practice and student learning. If administrators want to foster informal teacher 
leadership, they may need to build social capital. ITLs may be a vital asset for administrators in 
international schools. When compared to public schools in the United States, administrators in 
international schools must deal with increased isolation and complexity of operating such 
schools (Bunnel, 2019; Fertig & James, 2016; Hayden, 2006).  
Emergence of Type C International Schools 
International schools have seen unprecedented growth since 2000. By 2024, the fees 
collected from all international schools will exceed $63 billion, compared to only $5 billion in 
2000 (Haywood, 2015). Rapid school growth is expected until 2030, with a rate of 60 
international schools being built per month (Brumitt & Keeling, 2013; Bunnel, 2016; Bunnell, 
2019; Gaskell, 2016; Hayden & Thompson, 2016). Not only has the international school sector 
seen rapid growth, but these institutions are experiencing an identity crisis which has been 
spurred by globalization. 
Globalization is the increasing interconnectedness of networks between both state and 
nonstate actors at multi-continental distances facilitated by the flow of capital, goods, materials, 
people, information, and ideas (Keohane & Nye, 2000). This has resulted in a new kind of 
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international school, which Hayden and Thompson (2013) label as type C non-traditional 
schools. Type C international schools are usually for-profit and serve an affluent student body 
from the local population. These international schools are part of a network of schools owned 
and operated by multinational corporations (Bunnel, 2019). Globalization has increased the 
status and wealth of local elites who demand a better education for their children (Brummitt & 
Keeling, 2013; Tate, 2016). One country that has embraced globalization and seen a rise in local 
elites is Vietnam (Bunnel, 2019; Dinh, 2000; Elliot, 2012; Fforde, 2017). Essential members of 
these international schools are the teachers, who have been called a neglected “middle actor” 
between the multinational corporations who supply the schools and the local elites who demand 
them (Bunnel, 2017). International teachers comprise a cultural mix of expatriate who teach non-
national curriculum and host country nationals who teacher national curriculum.    
Teachers in International Schools  
The primary focus of research on international teachers has been their role in the 
classroom. Research on international teachers’ experiences outside the classroom has been 
limited. Of the research that has occurred, the focus has been on expatriates, and not host country 
nationals. The limited research falls into two categories, adjusting to new places, and recruitment 
and retention. International teachers must adjust to a new country’s culture and a new 
organizational culture at the same time (Alban & Reeves, 2014; Roskell, 2013). The ease at 
which teachers can adapt to different cultural conditions is a factor in teacher turnover (Sims, 
2011). While several factors cause teachers to leave international schools, some researchers have 
found a link between leadership and teacher turnover (Mancuso, Robert, & White, 2010; Odland 
& Ruzicka, 2009). With an annual turnover rate of 28%, recruiting and retaining teachers is a 
critical issue for international schools (Budrow & Tarc, 2018; Cox, 2012; Desroches, 2013). 
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However, if administrators focus on improving organizational qualities, such as participatory 
decision making, professional learning communities, and supportive leadership the attrition rate 
may decrease. 
Adjusting to new places. International teachers must adjust to living in a new country 
and working in a new school (Alban & Reeves, 2014; Roskell, 2013; Savva, 2017). Bailey 
(2015) researched expatriate teachers’ adjustment to a new international school in Malaysia by 
conducting eight semi-structured interviews with expatriate teachers. Four themes emerged: (1) 
teachers must adapt to the school’s curriculum and a new organizational culture, (2) adaptation 
makes teachers feel like they must relearn everything, (3) time is lost due to relearning, and (4) 
new expatriate teachers rely heavily on the professional community. The findings suggest the 
importance of relationships for international teachers. As such, administrators may need to focus 
on building relationships between teachers to make the induction process easier.  
The personal struggles of international teachers adjusting to a country’s culture have been 
the focus of recent research. In a qualitative study, Savva (2017) explored how the challenges of 
living overseas caused changes in teachers’ intercultural perspectives. The researcher conducted 
30 semi-structured interviews with international teachers. Savva found three challenges for 
international teachers that caused a change in perspective. First, international teachers were 
unable to speak the country’s language. Second, the country was antithetical to international 
teachers’ ideals. Third, international teachers were judged by physical characteristics. Due to 
these challenges, international teachers began viewing themselves as the “other” rather than 
viewing host-country nationals as the “other.” According to Savva, the change in perspective 
brought about several intercultural shifts for international teachers. The teachers felt an increased 
sensitivity to challenges faced by minorities in their home countries. There was also an increased 
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awareness of the teacher’s own culture. Finally, teachers withheld judgment when faced with the 
unfamiliar. Because international teachers need to adapt to different cultures, they might be more 
malleable when it comes to cultural changes.  
Challenges arising from international teachers’ culture shock has also been investigated. 
In Roskell's (2013) qualitative study, twelve international teachers based in South-East Asia were 
interviewed on their experiences adapting to new cultures. Roskell found three stages of 
development for international teachers overcoming culture shock. First, in the honeymoon stage 
where international teachers experience a sense of euphoria and positive feelings about moving 
to a new country and culture. Second, in the crisis stage where international teachers become 
acutely aware of cultural distinctions between themselves and the host country. Third, in the 
recovery and adjustment stage being where international teachers acquired the skills to adjust to 
life in the host country. The findings from the study affirm the challenges faced by international 
teachers transitioning to a new country. Difficulties adjusting to new places is one of many 
reasons for teacher turnover.   
Recruitment and retention. All international schools must recruit and retain 
international teachers. Researchers have focused on factors causing international teachers to join 
schools, and factors causing international teachers to leave schools. For instance, Chandler 
(2010) investigated the importance of the school’s geographical location for teacher recruitment. 
Chandler sent out a survey on job satisfaction and location satisfaction to international teachers 
around the world. The researcher collected 26 surveys from a range of locations, including 
Africa, Europe, the Middle East, and Southeast Asia. From this study, Chandler found a link 
between teacher recruitment and location. International teachers were more likely to work at a 
school if the location was considered desirable. However, Chandler could find no link between 
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teacher retention and location. The findings suggest that international schools cannot rely solely 
on the school’s location to retain teachers. Schools may need to focus on organizational qualities 
to keep teachers beyond the initial two-year contract. 
Through action research, Dieterle (2018) investigated why teachers leave international 
schools. One administrator and fifteen teachers participated in focus group interviews, one-on-
one interviews, and observations. The researcher collected 75 survey responses, archival data, 
and field data. By analyzing the data, Dieterle found a connection between teacher job 
satisfaction, professional learning communities (PLCs) and teacher turnover. As a result of 
PLCs, teachers' feelings about leadership, teacher leader relationships, and teacher professional 
growth all improved. The teachers were able to form strong relationships with members of their 
PLCs. The PLC members reported that they were less likely to leave the school. The findings 
from the study suggest the importance of school structures that build teacher relationships. 
Administrators may be able to retain more teachers if the formation of PLCs is encouraged. 
Doing so may build strong teacher relationships between teachers and, as a result, decrease 
turnover.  
There may be a link between teacher retention and leadership. For instance, Mancuso, 
Robert, and White (2010) surveyed 248 teachers and 22 heads of school located in East Asia and 
Southeast Asia to identify the factors of teacher retention. The researchers found an 18% 
turnover rate for international teachers. Factors related to teacher retention in this study include 
teacher characteristics, school characteristics, and organizational conditions. Concerning the 
latter, satisfaction with their salary, perceptions of their head of school’s supportive leadership, 
and participation in decision-making were all factors in teacher retention in this study. These 
findings suggest the importance of participatory decision-making as a key influence on teacher 
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retention. If administrators provide more support to teachers and allow teachers to expand their 
influence, this might reduce the teacher turnover rate.  
Another study on teacher retention suggested similar results. Odland and Ruzicka (2009) 
conducted mixed-methods research to investigate teacher turnover in international schools. 
Teachers across the globe completed 281 surveys consisting of closed-ended and open-ended 
questions. The findings suggest five issues related to teacher turnover: (1) communication 
between school leadership and teachers, (2) school leadership support, (3) salary, (4) personal 
circumstances, and (5) involvement in decision-making. Also, teachers in this study took issue 
with the private ownership of their international school.  
The studies in this section highlight the importance of leadership and relationships for 
international teachers. Strong relationships may ease the transition to a new country and a new 
school. Administrators may play a key role in teacher retention by promoting PLCs, participatory 
decision making, and providing extra support. Administrators might not achieve these goals 
alone due to the complexity of operating international schools. To achieve goals successfully, 
administrators may need the help of teacher leaders.  
Problem Statement 
 An administrator alone cannot meet the expectations and demands that schools require 
(Goksoy, 2015). To run properly, schools need multiple leaders (Spillane, 2006). Developing the 
leadership potential of others in a school gives everyone the chance to fully realize and shape 
organizational goals (Goksoy, 2015). However, according to Berry (2019), this is not possible 




Current structures and the top-down approach to decision making prevent the further 
development of distributed leadership in schools (Harris, 2003). Distributed leadership requires 
those in formal positions to relinquish power, which places administrators in a “vulnerable 
position” because of the loss of “direct control” over some activities (p. 319). The political 
nature of organizations often means that leadership may be distributed, but power is not (Bolden, 
2011; Hatcher, 2005). Meaning, that leadership can be assigned to others by force (Wood, 2004). 
The issue is not only if leadership is distributed, but how leadership is distributed (Spillane, 
2006). Empowering teachers by adopting teacher leadership could be a way to combat the issue 
of how leadership is distributed in schools.   
Due to the increased complexity of operating international schools, there is a greater need 
for teacher leaders. Fertig and James (2016) argued that international schools are complex, 
evolving, loosely linked systems. The authors attributed the increased complexity to the rapid 
turnover of teachers, students, and administrators. International schools also must contend with a 
turnover in ownership, which is typically on a three to four-year cycle (Bunnell, 2019).  
Administrators cannot deal with the complexity of international school operations with 
the hierarchy alone (Fertig & James, 2016). Administrators cannot micromanage every teacher to 
ensure each one is acting responsibly. However, administrators can foster a culture of trust and 
teachers’ intrinsic motivation. To do so, administrators need the help of formal and informal 
leaders. Administrators can empower teachers to have a positive influence on schools.  
While there is consensus in the literature that teacher leaders can help administrators deal 
with the complexity of operating schools, there is no consensus on how to utilize teacher leaders 
effectively. While administrators need informal teacher leaders in international schools, 
administrators may be unsure how to foster informal teacher leadership. In international schools, 
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administrators also contend with teachers from different cultural backgrounds, pay discrepancies, 
high teacher-turnover, and stratification between expatriate teachers and host country national 
teachers. How administrators build social capital to foster informal teacher leadership in the 
context of international schools is a topic that has not been widely researched. In the current 
study, I explored how administrators build social capital among expatriate teachers to foster 
informal teacher leadership in type C international schools.  
Umbrella Question and Research Questions 
 The following questions guided this case study in Vietnam. The umbrella question was: How do 
administrators build social capital among expatriate teachers to foster informal teacher 
leadership in type C international schools? Three other research questions guided this study. 
They were: 
1. How does the context of type C international schools influence expatriate ITLs? 
2. How do administrators build trust among expatriate teachers to foster informal teacher 
leadership in type C international schools?  
3. How do the social networks of expatriate teachers compare to those of host country 
national teachers?  
Purpose and Significance of the Study 
Unlike traditional international schools that serve a cultural mix of students, type C 
international schools are explicitly designed to serve the needs of the local population. Teachers 
in type C international schools are a cultural mix of expatriate staff and host country nationals. 
Expatriate teachers have a robust professional community of expatriate peers. However, 
stratification exists between expatriate teachers and host-country national teachers (Bailey, 
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2015). This context may present unique challenges for administrators trying to build social 
capital to foster informal teacher leadership.  
The present study focused on how administrators create the conditions for informal 
teacher leadership to emerge in this unique type of international school. Administrators need 
informal teacher leaders (ITLs) to deal with the complexity of operating international schools. 
With little support in terms of resources and professional development outside school walls, ITLs 
might be vital for improving teachers’ practice and student learning. Stratification between host 
country nationals and expatriate teachers creates obstacles when building social capital to foster 
informal teacher leadership. To be effective, ITLs need to lead with others and develop 
consensus with others (Fairman & Mackenzie, 2015). However, leading others and developing 
consensus may be difficult because of this stratification.  
Building social capital may be harder in type C international schools due to the 
stratification noted above. While the existing research on ITLs may help administrators 
understand best practices, as detailed in Chapter 2 in the literature review, much of that research 
has taken place in a public school context. Administrators in type C international schools need 
best practices drawn from their own context.  
The purpose of this single site case study is to explore how administrators build social 
capital among expatriate teachers to foster informal teacher leadership in type C international 
schools. The findings from the study may provide administrators in similar context ideas on how 
to build social capital as a means of fostering informal teacher leadership. The findings may also 
provide administrators with methods to avoid. The findings may add to the limited knowledge of 
international teachers’ experiences outside the classroom within international schools.  
                                            Description of Terms 
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 The key terms for this dissertation are outlined in table 1.1. The terms served as a guide 
for this study. The terms derived from studies on teacher leadership, social networks, and 
international schools.  More detailed descriptions for these terms are provided in the literature 
review and the methodology chapters of this dissertation.  
Table 1.1  
Description of Terms  
Term Definition Source 
Administrators In international schools, titles for administrators 
include the head of school, deputy head of school, 
principal, and vice-principal. 
Hayden (2006)  
Expatriate Teachers Teachers foreign to the country hosting the 
international school.  
Gronn (2000); 
Hayden (2006) 
Expatriate ITLs In this study, teachers referred to as expatiate ITLs are 
expatriate teachers who were identified as informal 
teacher leaders in the social network analysis using 
UCInet.  
Borgatti, Everett, & 
Johnson (2013); 




Teachers assigned a role by the administration based 
on particular tasks. They work within the hierarchy 
created by the administration. 
Brown, Rutherford, 
& Boyle (2000); 
Fairman, & 
MacKenzie (2014) 
Globalization The increasing interconnectedness of networks 
between both state and nonstate actors at multi-
continental distances facilitated by the flow of capital, 
goods, materials, people, information, and ideas. 




Teachers employed in international schools who are 
indigenous to the country hosting the international 
school. Their culture and first language are the same 

















Table 1.1 (continued)  
Description of Terms 
Term Definition Source 
Informal Teacher 
Leader (ITL) 
Teachers who exercise leadership without any 







Schools with a global outlook delivering a non-
national curriculum in language not native to the 
country in which the school resides.  
Bunnel (2019) 
   
Political Economy How power and influence operate in different 
settings. Political economy is the study of how social 
agents constrain or enable political, economic, and 
institutional contexts.  
Verger, Fontdevila, 
& Zancako (2016) 
Stratification   When a social network has cohesive subgroups that 
interact so frequently, they are considered separate 
entities. Strata were identified in the social network 
analysis using UCInet.     
Borgatti, Everett, & 
Johnson (2013); 
Borgatti, Everett, & 
Freeman (2002) 
Social Capital The combined or potential resources linked together 






International schools which are for-profit with 
affluent students from the local population and a 





This study focused on type C international schools within Ho Chi Minh City, Vietnam. 
Therefore, type C international schools located outside of Ho Chi Minh City were not included in 
this study. Furthermore, type C international schools in Ho Chi Minh City were delimited to 
schools accredited by the Council of International Schools. These delimitations left the study 
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with three type C international schools. Based on the response rate from the heads of school, the 
study was delimited to one type C international school. The interviews at the type C international 
school were delimited to expatriate teachers. Therefore, interviews were not conducted with host 
country national teachers. Finally, data collection was delimited to one point in time.  
Chapter Summary 
Exploring how administrators build social capital among expatriate teachers to foster 
informal teacher leadership in type C international schools is the purpose of this study. Teacher 
leadership has been gradually redefined since its inception in the 1980s, and the current 
definition includes teachers who exercise leadership without a formal position. Informal teacher 
leaders could be a resource for administrators of international schools due to the increased 
isolation and complexity of operating such schools. If administrators create the conditions for 
informal teacher leadership to emerge, it will not only help administrators cope with operating 
international schools but empower teachers to shape the direction of their schools. More informal 
teacher leaders could benefit students by having instructional leaders distributed throughout the 
school. In the next chapter, a review of the literature is provided on distributed leadership, 
teacher leadership, differences between formal and informal teacher leaders, fostering teacher 









                                   Chapter 2: Literature Review    
This chapter begins with an overview of distributed leadership and situates it within the 
literature on organizational leadership. What follows is a discussion of distributed leadership 
within the context of schools. Overarching themes in distributed leadership highlight the 
importance of teacher empowerment. In the next section, the concept of empowerment is 
discussed in relation to teacher leadership. What follows is a thematic overview of the teacher 
leadership literature. Included in this review are the differences between formal and informal 
leadership, followed by ways that encourage and discourage teacher leadership. The final section 
explores the literature on teacher leaders within the context of international schools. This chapter 
concludes with a model for informal teacher leadership, and the theorical framework used to 
guide this study.    
Distributed Leadership    
Distributed leadership represents a dramatic departure from the traditional view of 
leadership (Bolden, 2011). Distributed leadership is a post-heroic view of leadership with an 
emphasis not on the individual behavior of one person but a focus on leadership as a system-
wide process throughout the organization (Badaracco, 2001; Bolden, 2011). Distributed 
leadership ignores “traditional leadership and leader definitions” (Goksoy, 2015, p. 110). One 
can place distributed leadership on a continuum based on the “degree of centralization” with 
heavily centralized leadership at one end and laissez-faire leadership on the other end (Hurwitz, 
2018, p. 8). Distributed leadership is somewhere in the middle and highlights followers and their 
essential role within leadership. The roles of leaders and followers begin to blur in a distributed 
leadership model (Gronn, 2000). However, distributed leadership involves more than assigning 
tasks, jobs, or dividing responsibilities (Penlington, Kington, & Day, 2008; Timperley, 2005). 
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Distributed leadership is institutionalized, and part of an overall organizational culture created 
deliberately by the structures within the organization (Bolden, 2011).  
Distributed leadership may emerge through interactions with people (Spillane, 2006). 
Leadership involves “multiple interactions” with a single triangle representing the interactions 
among “leaders, followers, and their situation” (p. 14). Interactions include leaders from formal 
and informal roles (Harris & Spillane, 2008). An essential aspect of distributed leadership is that 
leadership spreads between formal and informal leaders (Spillane & Diamond, 2007). 
Distributed leadership is best understood as an analytical framework for analyzing and thinking 
about leadership (Spillane, 2006). The framework acknowledges and honors the “unglamorous 
and unheroic leadership” that often never gets noticed in organizations (p. 10). Within the 
context of schools, distributed leadership is worth exploring because the “distribution of 
leadership at school is inevitable” (Goksoy, 2015, p. 115).  
 The literature indicates that the focus shifts from individual administrators to groups of 
teachers when schools adopt distributed leadership. Under the right conditions, teachers may 
naturally form groups consisting of three to seven teachers (Camburn, Rowan, & Taylor, 2003). 
Schools with trusting cultures might encourage teachers to form groups around shared goals 
(Angelle, 2010; Scribner, Sawyer, Watson, & Myers, 2007). To meet goals, teachers could use 
the power of their groups to promote collective action (Hairon & Goh, 2015). However, teacher 
groups might need to focus on sustaining strong relationships with each other and administrators 
to remain successful (Scribner et al., 2007; Wallace, 2005). Strong relationships may lead to the 
development of increased support from administrators (Timperley, 2005). Teacher groups may 
need administrators' support in terms of: (a) resources, (b) providing feedback, (c) monitoring 
progress, and (d) setting a strong vision to guide them (Angelle, 2010; DeMatthews, 2014; 
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Scribner et al., 2007; Storey, 2004; Wright, 2008). While support might require more work from 
administrators, distributed leadership has the potential to increase job satisfaction and improve 
student achievement (Chang, 2011; Leithwood et al., 2007; Ritchie & Woods, 2007). While the 
preconditions and sustainability of distributed leadership require collective efforts, the impact of 
distributed leadership has collective benefits in schools.  
Preconditions for Distributed Leadership  
The preconditions for distributed leadership require collective efforts of teachers and 
administrators. Trust is a precondition that may need the work of everyone. As an example, 
Angelle (2010) conducted a case study on one middle school by interviewing two administrators 
and 25% of the teachers. Based on the analysis, the researcher created a model for distributed 
leadership which suggests that trust strengthens organizational culture. An organizational culture 
built on trust may promote a shared purpose, the creation of mutual goals, power-sharing, and bi-
directional support. The researcher argued that the outcome of distributed leadership built around 
trust creates more trust.  
The administrators’ ability to empower (Hairon & Goh, 2015), collaborate (Angelle, 
2010), align systems (Leithwood et al., 2007), and set a strong vision (Storey, 2004; Timperley, 
2005) may support the development of distributed leadership. For example, Leithwood et al. 
(2007) studied factors that promote and inhibit leadership functions in schools. In a mixed-
methods study that examined four elementary schools and four high schools in Ontario, Canada, 
these researchers surveyed 225 teachers and interviewed 67 district staff, administrators, 
nonadministrative school leaders, and teachers. The researchers discovered system alignment 
depended on administrators’ priorities. Teacher groups in this study required interaction from the 
school principal, and the interactions led to increased productivity. Leithwood et al. concluded 
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that distributed leadership requires four leadership functions: (1) redesigning the organization, 
(2) managing the instructional program, (3) developing people, and (4) setting a strong vision. 
The researchers’ findings suggest that administrators have an essential role to play in the 
development of distributed leadership. While the power may have shifted to groups of teachers, 
without administrators’ support, these groups may fail.  
 Two studies illuminate problems that might arise if administrators do not set a strong 
vision. First, Storey (2004) conducted a qualitative multisite case study in the Midlands and 
South of England. Participants included heads of schools, heads of department, and teachers. 
Storey analyzed documents, observed meetings, conducted interviews, and collected 
questionnaires. The failure to set a strong vision in this school created conflict between the head 
of school and heads of department with each having different priorities, goals, and timeframe to 
achieve them. Second, Timperley (2005) found similar results in a mixed-methods study on 
distributed leadership. The researcher investigated principals, literacy leaders, and teacher teams 
by observing meetings, conducting interviews, and analyzing research participants' written 
feedback. Storey concluded that problems may occur associated with boundary spanning. 
Meaning, leadership may be shared among people, but people may not share the same agenda.  
The researcher's findings suggest administrators not only need to set a strong vision but 
communicate that vision effectively.  
Sustaining Distributed Leadership  
 Findings indicate that distributed leadership is sustained through relationships. As an 
example, Scribner et al. (2007) conducted a case study on two teacher teams by analyzing audio 
recordings, videotapes, and research generated field notes. The researchers’ findings suggest 
leadership can be conceptualized in terms of interactions. The social distribution of leadership in 
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this study is shaped by purpose, autonomy, and discourse patterns. The findings indicate that 
conversational dynamics help or hinder collaboration between teachers. The researchers 
concluded that relationships cannot be taken for granted. Administrators and teachers may need 
to focus their efforts on creating strong relationships to sustain distributed leadership.  
Another study illustrates the importance of building relationships for distributed 
leadership. In a multisite case study, Wallace (2002) explored school-level relationships in 
management. The researcher conducted interviews with eight heads of school, twenty senior 
managers, twenty-six teachers, and four members of the governing body. Data also derived from 
65 surveys, field notes, observations, and document analysis. The findings suggest that when 
norms are aligned, groups produce many ideas and compromise by consensus. When norms were 
not aligned, few ideas were created in the group. These findings indicate that without strong 
relationships, groups may find it challenging to work together and create shared goals.  
Impact of Distributed Leadership  
Distributed leadership may lead to increased job satisfaction for administrators (Hulpia & 
Devos, 2009) and teachers (Chang, 2011; Mascall, Leithwood, Straus, & Sacks, 2008). For 
instance, Hulpia and Devos (2010) explored the relationship between distributed leadership and 
organizational commitment. The researchers conducted a multisite case study of four schools: 
two with low organizational commitment and two with high organizational commitment. 
Principals, assistant principals, teacher leaders, and teachers participated in semi-structured 
interviews. Through the interviews, the researchers discovered that teachers in this study with 
high organizational commitment felt proud of the work they were doing because the principal 
appreciated it. Appreciation motivated the teachers in this study to do more work. Structures 
created by their administrators encouraged teachers to actively participate in school decisions. 
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Principals actively recruited teachers for leadership. Schools in this study with low 
organizational commitment produced teachers with low morale because the perception was 
teacher influence stopped at the classroom door. These findings indicate that increasing teachers’ 
influence beyond the classroom increases their job satisfaction.  
Increasing teachers’ job satisfaction may increase student achievement. As an example, 
Chang (2011) argued distributed leadership makes teachers more optimistic. The researcher 
surveyed elementary school teachers in Taiwan to determine whether distributed leadership 
increases teachers’ academic optimism. Chang collected 301 surveys. The findings suggest a 
relationship between distributed leadership and teacher optimism. The researcher reported 
teacher optimism facilitated an increase in student achievement in this study. The findings infer 
that adopting distributed leadership schools may indirectly increase student achievement. If 
administrators want to increase student achievement, allowing teachers to have more influence 
might be a way to do so.  
Although teacher groups may be the focus when distributed leadership is adopted in 
schools, findings in this section indicate that administrators still have an important role to play. 
Administrators can shape how leadership is distributed in schools and communicate why 
leadership is distributed in schools. Administrators may be able to act as facilitators for teacher 
groups and provide support, resources, and power to increase their influence in schools. If 
administrators recognize and praise the work of teachers, it might encourage teachers to expand 
their influence beyond the classroom. Another way administrators expand teachers’ influence 
could be creating school structures that promote shared decision making and collaboration. 
These structures might also promote relationship building. Teachers who are best at building 
relationships might be the best at expanding their influence. The literature describes teachers 
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who build strong relationships to expand their influence as teacher leaders. Despite the breadth 
of literature on teacher leadership, there is no consensus on how to properly utilize teacher 
leaders in schools.  
Teacher Leadership 
 Teacher leaders take on numerous roles within schools, which makes it challenging to 
generate a broad, consistent definition. There are, however, some overlapping themes found 
within the literature on teacher leaders. Findings suggest that teacher leaders are expert teachers. 
Teacher leaders’ expertise comes in the form of knowledge (Anderson, 2008; Emira, 2010), 
experience (Lovelace, 2019), and pedagogy (Ghamrawi, 2010). Teacher leaders may use their 
expertise to influence colleagues and administrators. Teacher leaders could also influence 
colleagues by collaborating (Emira, 2010; Muijs & Harris, 2006), and sharing ideas and 
resources (Fairman & Mackenzie, 2015). Teacher leaders have two overarching goals when they 
influence colleagues and administrators: first, to improve teachers’ practice (Angelle & Teague, 
2014; Fairman & Mackenzie, 2012) and second, to improve student learning (Hunzicker, 2013; 
Nolan & Palazzolo, 2011). With goals related to teaching and learning, teacher leaders are also 
instructional leaders distributed throughout a school (Berry, 2009; Katzenmeyer & Moller, 
2009). Defining teacher leadership based on a set of characteristics and actions means that every 
teacher has the potential to be a teacher leader. Schools would benefit if every teacher could 
meet their leadership potential. 
Teacher Leaders Influence Colleagues and Administrators 
 Teacher leaders may focus on influencing colleagues and administrators to achieve their 
goals. One way to influence their colleagues might be through their teaching expertise. As an 
example, Anderson’s (2008) case study examined teacher leadership within the context of rural 
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schools. Through a series of interviews with the principal, two teacher leaders, and classroom 
teachers, the researcher found a connection between teacher leadership and transformational 
leadership. Anderson found that teacher leaders were able to use their knowledge and experience 
to identify and articulate a vision. Furthermore, teacher leaders used pedagogical expertise to 
model best practices for colleagues. Teacher leaders also used their teaching expertise to provide 
additional support to their colleagues. The researcher noted that additional support would not 
have occurred without these teacher leaders establishing strong relationships with colleagues. 
These findings suggest that without teacher leaders’ strong relationships, they cannot meet their 
goals. 
 Teacher leaders might be able to build strong relationships by collaborating with 
colleagues and administrators. Collaboration has been described as a key dimension of teacher 
leadership (Emira, 2010; Muijs & Harris, 2006). For instance, in Lai and Cheng’s (2015) 
multisite case study, the researchers interviewed nine teacher leaders across nine Hong Kong 
schools, collected questionnaires and analyzed documents. Teacher leaders in this study 
collaborated on curriculum and extended their influence schoolwide through collective action. In 
another example, Von Dohlen and Karvonen (2018) surveyed public school teachers in North 
Carolina to identify teacher leader behaviors across different settings and situations. The 
characteristic used to define both formal teacher leaders and informal teacher leaders in this 
study was collaboration. These findings illustrate that collaboration might be an essential tool for 
teacher leaders to build strong relationships and expand their influence.  
 A component of collaboration for teacher leaders could be sharing ideas and resources 
(Anderson, 2008; Fairman & MacKenzie, 2015). As an example, Lovelace (2019) conducted 30 
semi-structured interviews with classroom teachers in Missouri and Illinois to understand how 
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teacher leaders influence school systems and cultures. The researcher discovered that teacher 
leaders in this study shared ideas and showed a willingness to help. The classroom teachers felt 
that teacher leaders improved pedagogy because they held the same role as a classroom teacher 
and had a connection because they taught the same topics. These findings suggest that teacher 
leaders who have a similar position as their colleagues may be able to give more practical advice. 
Colleagues might be more willing to collaborate with teacher leaders that hold a similar position. 
 Teacher leaders may influence colleagues to break down the norms of teacher isolation. 
For example, Mangin (2005) examined how teacher leaders use their influence to gain access to 
classrooms despite colleagues’ resistance. In a qualitative study based in New Jersey, Mangin 
observed 12 teacher leaders and conducted pre- and post- observations. The researcher identified 
three access strategies used by teacher leaders in this study. First, teacher leaders developed 
relationships with colleagues to gain credibility. Teacher leaders gained credibility by explaining 
their roles and benefits their role would be to their colleagues. Second, teacher leaders engaged 
in non-threatening leadership by reinforcing their peer status and by providing extra help on 
difficult lessons. Teacher leaders offered non-intrusive assistance by focusing on the classroom 
content, and not their colleague’s teaching practice. Third, teacher leaders targeted two subsets of 
colleagues, teachers with high-needs and teachers who were receptive to collaboration. These 
efforts proved successful in removing barriers to classrooms in this study. However, Mangin 
cautioned against teacher leaders engaging in access strategies since it takes time away from 
instructional goals. The researcher recommends greater administrative support to improve 
classroom access without compromising teacher leader goals.  
Teacher leaders might not only influence their colleagues but their administrators. For 
instance, Anderson (2004) conducted a multisite case study across six schools to explore how 
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teacher leaders influence administrators. The researcher surveyed teachers, then interviewed 
teacher leaders and principals. Anderson identified three ways that teacher leaders in this study 
influenced administrators. First, teacher leaders acted as mediators between administrators and 
other teachers. Second, teacher leaders attempted to usurp the decision-making power from 
administrators. Third, teacher leaders involved themselves in areas they found meaningful with 
high interactions with administrators. Anderson recommends promoting high interactions 
between teachers and administrators to discourage teacher leaders from usurping power or 
preventing administrators from accessing individual teachers. Two ways administrators might 
promote this is to provide teacher leaders with activities that they find meaningful and increase 
interactions with all teachers. 
Teacher Leaders Improve Teachers’ Practice  
Teacher leaders spend their time improving their colleagues’ teaching practice. In one 
example, Angelle and Teague (2014) surveyed 392 teachers across three school districts in a 
southeastern U.S. state. In the survey, the highest reported behaviors for teacher leaders were 
sharing new ideas for teaching with other colleagues, willingness to offer assistance when 
colleagues have questions about teaching a new topic and discussing ways to improve student 
learning. These findings suggest a link between teacher leadership and improving instruction and 
learning. Teacher leaders in this study were viewed as leaders based on what they do, not the title 
or position they have. Teachers who focus their time on helping teachers to improve student 
learning may be viewed as leaders by their colleagues. 
In another study, Xie and Shen (2013) found similar results. The researchers analyzed the 
2003 Schools and Staffing Survey sent out to teachers in 88,113 public schools across the U.S. 
According to the findings, teacher leadership functions concentrated around classroom activities 
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and had little to do with school operations. Most teachers surveyed did not recognize activities 
related to school operations as teacher leadership. Instead, activities related to curriculum and 
instruction were identified as teacher leadership activities in this study. These findings suggest 
that teachers who engaged in activities related to school operations are not considered leaders. 
The findings also suggest that teachers view activities related to improving teaching and learning 
as leadership. 
Teacher leaders may utilize several strategies for improving teachers’ practice. Supovitz 
(2018) examined how teacher leaders improve colleagues’ instruction in a multisite case study. 
The researcher analyzed teacher leaders’ action plans and their job descriptions across eight 
schools in Philadelphia. Supovitz also conducted 48 interviews with teacher leaders. Supovitz’s 
findings suggest four ways that teacher leaders improve teachers’ practice. First, teacher leaders 
conducted school-wide professional development. Second, they worked with sub-groups of 
teachers such as grade-level teams. Third, teacher leaders spent time working individually with 
teachers. Finally, teacher leaders encouraged colleagues to take on leadership roles to improve 
instruction. Supovitz also identified “soft strategies” teacher leaders use when dealing with 
combative colleagues such as leading by example, collaborating, encouraging peers, and acting 
as a resource. The researcher argued that teacher leaders utilized these approaches to maintain 
the social expectations of co-equal relationships among teachers. Teacher leaders might not have 
to engage in “soft strategies” if teacher leaders are perceived as equals by their colleagues.  
Teacher Leaders Improve Student Learning  
Improving student learning may be the motivation behind teacher leaders influencing 
others, collaborating, sharing ideas and resources, and using their expertise to improve 
instruction. For example, Nolan and Palazzo (2011) examined new teachers’ perceptions of 
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teacher leadership in a mixed-methods study based in New Jersey and New York. The 
researchers collected questionnaires consisting of open-ended and closed-ended questions from 
330 teachers with less than three years of experience. The findings suggest that new teachers take 
on leadership roles to advance their careers and advocate for students. New teachers desired 
more leadership opportunities, but only in areas related to student achievement, not budgeting, 
scheduling, or facilities. The researchers recommend that administrators provide teachers with a 
choice in leadership activities. Teacher leaders may find leadership more meaningful if it is 
related to improving student learning.  
Another study illustrates how teacher leaders improve student learning. In a qualitative 
study, Hunzicker (2013) analyzed written self-reflections and questionnaire responses and 
conducted focus groups with eight elementary and middle school teachers enrolled in a master’s 
program. The findings from this study suggest that having a student-centered mindset that 
focuses on student learning is a prerequisite for teacher leadership. In other words, one might not 
be considered a teacher leader unless their focus is on improving student learning. The findings 
indicate that teacher leaders are not defined by a title or position, but by a mindset.  
Teacher Leaders are Instructional Leaders 
Instructional leaders are goal-oriented, focused on academic outcomes, culture builders, 
transformational, and instructional experts (Hallinger, 2003: Hallinger, 2010; Hallinger & 
Murphy, 1985; Neumerski, 2013). Instructional leaders take part in influence relationships to 
support the efforts of teachers to improve instruction (Spillane, Hallet, & Diamond, 2003). 
According to Hoy and Hoy (2009), instructional leadership involves spending time in the 
classroom and taking part in professional conversations to improve instruction. Katzenmeyer and 
Moller (2009) argued that attributes of instructional leadership overlap with teacher leadership. 
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Indeed, because of the “great need to improve instructional practice,” principals need a “variety 
of teachers” to bring experience in their subject areas to model best practices (p. 96).  
Teacher leaders might be the embodiment of distributed instructional leadership. 
Instructional leadership is more effective as a socially distributed phenomenon (Berry, 2019). 
For instance, Lee, Hallinger, and Walker (2012) examined how instructional leadership 
responsibilities are distributed in schools. The researchers conducted a multisite case study 
across five International Baccalaureate (IB) schools in Southeast Asia. The researchers 
interviewed 68 teachers and administrators, plus another 25 interviews with students. The 
findings suggest three ways instructional leadership is distributed. First, school structures 
facilitated interactions with colleagues across different IB programs and subject departments. 
Second, cross-program activities encouraged teachers to provide support to their colleagues 
focused on teaching and learning. Third, administrators strategically placed teachers in 
leadership positions across different IB programs. Multiple positions allowed the distribution of 
leadership responsibilities, but it also created more work for teachers. The researchers argued 
that these findings represent a challenge for administrators to create a culture that encourages 
teachers to take on extra leadership responsibilities. Fostering a culture that encourages teachers 
to go beyond their contractual obligations might be a precondition for teacher leadership.   
The literature from this section indicates that teacher leadership is not defined by a 
position or title, but by activities and a mindset. Teachers who focus on improving teachers’ 
practice and improving student learning might be viewed as leaders by their colleagues. The 
ability to meet instructional goals could be dependent upon a teacher leader’s ability to influence 
others. Evidence from the literature suggests that the best way to influence others is through 
strong relationships. Building strong relationships might be a teacher leader’s best strategy when 
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dealing with resistant colleagues. Teacher leaders might also deal with less resistance if they 
hold experience which their colleagues find relevant. The literature also points to ways 
administrators can help teacher leaders reach instructional goals. By helping break down norms 
of teacher isolation, administrators could free up more time for teacher leaders to focus on 
improving teachers’ practice and student learning. Despite teachers not requiring a position to 
exercise leadership, the literature does differentiate between those who do and do not hold a 
position.  
Formal Teacher Leaders Versus Informal Teacher Leaders 
 Administrators and teachers may still cling to the belief that only those with formal 
positions can exercise leadership (Harris, 2003). However, teacher leadership is an influence role 
rather than a formal role (Harris & Jones, 2019). Conceptualizing teacher leadership as an 
influence role may mean that all teachers can exercise leadership, both formally and informally 
(Fullan, 1993). The literature distinguishes teachers who are formal and informal leaders. A 
review of the literature indicates that activities for formal and informal leaders are different, and 
perceptions of formal and informal leaders are different.  
Formal Teacher Leaders 
Formal teacher leaders (FTLs) work within the hierarchy created by administrators 
(Martin, 2018). However, FTLs are classroom teachers, and they still have a responsibility to 
students they are teaching. The structures that exist in schools might put FTLs’ administrative 
duties and classroom duties at odds with each other. FTLs may not have enough time to do both 
effectively (Kelley, 2011; Margolis, 2012; Mayers & Zepper, 2002). The literature suggests that 
FTLs’ job is too hard to do alone, which might mean FTLs would benefit from colleagues’ help. 
However, FTLs’ administrative tasks might create contentious relationships with colleagues, 
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which could make collaboration difficult (Hirsh & Bergmo-Prvulovic, 2019; Kelley, 2011). 
Building strong relationships could counteract this problem, but overworked FTLs may not have 
the time.  
Task-centered roles. FTLs’ time is consumed by assigned tasks that FTLs must 
complete for administrators. As an example, Brown, Rutherford, and Boyle (2000) conducted a 
multisite case study based in Birmingham and Manchester, England. The researchers interviewed 
eight department heads and four deputy heads of school. Also, the researchers conducted focus 
groups of 24 additional department heads and analyzed documents. The researchers' findings 
suggest a changing role for department heads. In this study, department heads were given 
additional administrative tasks without any additional authority or time. Some examples of 
additional tasks named in this study include discipline and finance. Department heads in this 
study also had to deal with external accountability measures from government mandates. The 
accountability measures resulted in a significant increase in record-keeping, which the 
department heads felt served no useful purpose. These external accountability measures also 
created problems with FTLs and their colleagues in this study. In the focus group, department 
heads noted that they felt like a buffer between teacher aspirations and government mandates. 
This study suggests that FTLs must focus their efforts on completing their assigned tasks and are 
left with little time for other leadership activities that involve teaching and learning. These 
findings also suggest that FTL's assigned tasks might create contentious relationships with their 
colleagues.   
Another study illustrates how tasks dominate FTLs’ roles. Feeney (2010) conducted a 
case study to examine how department heads perceive their roles as teacher leaders. The 
researcher focused on five department heads at a high school in Nevada. The researcher observed 
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department heads’ bimonthly meetings, conducted structured interviews, analyzed department 
meeting notes, agendas, and participant-generated descriptions of their roles as department 
heads. In this study, department heads defined leadership as a “series of activities to accomplish 
tasks” (p. 215). According to Feeney, department heads did activities for teachers and 
administrators, not with them. In the interviews, department heads struggled coming up with 
ways to increase teacher collaboration and improve student learning. Colleagues viewed 
department heads as communicators of premeditated decisions that teachers had to execute. 
These findings suggest that the daily work of department heads is dominated by administrative 
tasks. Department heads may have little time to collaborate with teachers to improve student 
learning.  
Because FTLs spend time completing tasks for administrators instead of helping teachers, 
colleagues may be less likely to collaborate with FTLs. Even with a role designed to improve 
instruction, FTLs may still spend their time completing assigned tasks. In a qualitative study, 
Margolis (2012) explored how instructional coaches operate in schools. The six instructional 
coaches who participated in this study had time allotted in their schedules to help colleagues. 
Margolis studied these six instructional coaches over two years across four Washington state 
school districts. The data collected included two interviews per instructional coach, six 
interviews with administrators, one focus group of three instructional coaches per year, 25 site 
visits, and an ongoing collection of artifacts. The researcher discovered that the instructional 
coaches spent time with duties associated with the administration and not helping teachers as the 
role had originally been intended. Some administrative duties include school scheduling, 
ordering textbooks, and reviewing state-mandated curriculum. Participants reported that time 
allotted to improve teachers’ practice was instead either wasted or spent helping the 
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administrator. Because instructional coaches were unsure of their roles or what to do with their 
time, colleagues viewed them as an “administrative ‘other’ rather than as a ‘one of us’ teacher 
support” (p. 301). While the instructional coaches in this study did find some success, time was 
needed with colleagues to overcome the perception that their role was quasi-administrative. 
These findings suggest that without a clear understanding of their role, FTLs might default to 
completing administrative tasks, rather than collaborating with teachers to improve student 
learning. This might make FTLs less approachable as their colleagues are unsure about what role 
FTLs fill in the school. Administrators may be able to help FTLs by providing better role clarity.  
Colleagues view FTLs differently. When teachers take on formal roles, it may result in 
changing relationships with colleagues (Kelley, 2011; Margolis, 2012). For example, Hirsh and 
Bergmo-Prvulovic (2019) conducted a longitudinal case study that examined department heads 
at a school in Sweden. A series of interviews and written reflections from FTLs revealed 
hesitation to accept an FTL position due to a fear of colleagues’ reactions. Participants predicted 
it would “create conflict,” “jealousy,” and “bitterness” (p. 360). In another study, Margolis’ 
(2012) findings suggest three kinds of relationships develop with teacher leaders: (1) positive 
and professional, colleagues welcomed teacher leaders’ help, (2) no existing ties but openness, 
colleagues were sometimes open to these teacher leaders’ ideas, and (3) resistance, colleagues 
did not view these teacher leaders as teachers. The perspective offered by resistant colleagues 
was this: “those who do not do teaching just do not understand teaching” (p. 291). These studies 
suggest that FTLs may have a difficult time collaborating because of the perception colleagues 
have of teachers with formal leadership roles.  
Other studies illustrate the difficulties FTLs face collaborating with colleagues. In the 
first example, Brosky (2009) surveyed 400 past and present teacher leaders on the micropolitics 
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of their position in a multisite case study. Teacher leaders spoke of the resistance from 
colleagues in the form of blocked progress, giving teacher leaders a hard time, and colleagues’ 
negative overall view of leadership. In the second example, Kelley (2011) interviewed nine 
teachers and surveyed 89 teachers across three schools in a multisite case study. Kelley 
examined teacher and teacher leaders’ perceptions of formal teacher leadership in Georgia, USA. 
The findings suggest that teachers prefer to work at a level that is equal to their peers as they 
receive less resistance. Teachers in this study did not want positions that pulled them away from 
colleagues and closer to administrators. The findings from these two studies suggest that teachers 
are more effective at building strong relationships without formal roles.  
Each of these studies suggests that FTLs may have little time to improve student learning 
and build strong relationships because of assigned administrative tasks. Administrations could 
help FTLs do their jobs more effectively by clearly defining FTLs’ roles and assigning tasks 
related to improving student learning. When FTLs, such as instructional coaches, have allotted 
time in their schedules to improve teachers’ practice, FTLs might be ineffective at collaborating 
because colleagues view them differently. Teachers who improve student learning informally 
could receive less resistance from colleagues. Instead of being busy completing assigned tasks, 
informal teacher leaders (ITLs) could choose activities that they find meaningful. Informal 
teacher leadership could be a useful source to improve student learning. However, there has been 
little research on the topic.  
Informal Teacher Leaders 
Although researchers have tried to define informal teacher leadership, determining a 
consistent definition is difficult because it varies depending on the school’s context 
(Katzenmeyer & Moller, 2009). ITLs possess the qualities mentioned in the previous section. 
 
34 
ITLs are expert teachers, influential, collaborative, share ideas and resources, focus on improving 
teachers’ practice, and focus on improving student learning. However, research findings suggest 
that ITLs exercise leadership without a title or position (Addis, 2015; Martin, 2018; Penuel et al., 
2010; Whitaker, 1995). Rather than relying on the power that comes with a position, ITLs might 
need to build strong relationships in order to influence others. However, unlike FTLs, ITLs may 
have time to do this because their time is not consumed with assigned administrative tasks. ITLs 
have classroom duties, but they might be able to choose when and how to exercise leadership. 
Research findings indicate ITLs’ leadership activities concentrate on improving teachers’ 
practice and student learning. When ITLs take on the responsibility of improving teachers’ 
practice and student learning, the literature suggests that colleagues consider ITLs leaders 
(Addis, 2015; Anderson, 2004; Anderson, 2008; Lai & Cheung, 2015). The idea that ITLs hold 
no position yet are considered leaders is discussed in this section, along with relevant topics and 
examples from the literature. Following this discussion, literature from the previous section is 
referenced to highlight the differences between FTLs and ITLs.  
ITLs hold no leadership titles. Unlike FTLs, ITLs exercise leadership without a title or 
position (Addis, 2015; Penuel et al, 2010; Whitaker, 1995). ITLs take the initiative when they 
see a need not being met by administrators (Baecher, 2012). ITLs may not hold a position but 
“are always effective” (Fairman & MacKenzie, 2015, p. 13). Furthermore, ITLs rely on their 
strong relationships built on trust to influence others (Martin, 2018). According to Von Dohlen 
and Karvonen (2018), ITLs are motivated to collaborate to improve student learning. For 
example, DeMore Palmer (2011) focused on the phenomenon of teachers who willingly take on 
responsibilities beyond their contractual obligations. In a multisite case study across schools in 
Pennsylvania, DeMore Palmer interviewed principals, ITLs, and non-leading teachers. 
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Additionally, the researcher conducted observations and collected personal narratives from the 
participants. The findings suggest that informal teacher leadership is defined by a teacher’s 
willingness to extend beyond their classroom obligations. ITL activities are affected by the 
school’s culture, the school’s size, and the surrounding community. ITLs rely on colleagues for 
leadership because they do not have a title or position.  
Colleagues consider ITLs leaders. Although ITLs have no title or position, colleagues 
still consider them as leaders (Addis, 2015; Anderson, 2004; Anderson, 2008; Lai & Cheung, 
2015). To identify informal leaders in one example, Penuel et al. (2010) conducted a social 
network analysis in two California schools to see the ways formal and informal structures align. 
By interviewing nominated ITLs, the researchers found a gap in the way formal and informal 
leaders operate within schools. The study highlights the potential power of informal teacher 
leadership, which the researchers call network-based leadership. In this study, ITLs operate 
within networks. In this study, the strong relationships that ITLs created provided a basis for 
their networks. The network connections might be the source of ITLs' power.  Whoever has the 
most connections in their networks might have more power. 
In sum, ITLs are more effective than FTLs at improving student learning. First, ITLs 
might be more effective because they have the time to build strong relationships with their 
colleagues. Second, ITLs might receive less resistance when collaborating because colleagues 
could view ITLs as equals and not as administrators. Third, relationships between ITLs and 
colleagues could be built around the mutual purpose of improving student learning. If 
administrators want to improve teachers’ practice and student learning, it might be in their best 
interests to increase informal teacher leadership levels at their schools. Findings suggest that 
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there are several ways to foster teacher leadership, and administrators might have an important 
role to play. 
Fostering Teacher Leadership 
Teachers possess an intrinsic motivation to improve student learning and teachers’ 
practice (Martin, 2018). However, teachers might need encouragement to turn motivation into 
actions. Like distributed leadership, fostering informal teacher leadership may be a system-wide 
process. Such processes might include school culture (Cansoy & Parlar, 2017; Demir, 2015; 
Kilinc, 2014) and school structures (Emira, 2010; Muijs & Harris, 2007; Riveros, Newton, & da 
Costa, 2013). Teachers may need encouragement from colleagues to exercise leadership, and like 
distributed leadership, this encouragement manifests itself within groups of teachers (Hunzicker, 
2013; Lai & Cheng, 2015; Wenner & Campbell, 2018). Another factor in fostering informal 
teacher leadership might be administrators as they encourage ITLs both directly and indirectly 
(Akert & Martin, 2012; Brosky, 2009; DeMore Palmer, 2011; Muijs & Harris, 2007). 
Administrators could foster informal teacher leadership at the macro-level by shaping school 
structures and cultures and foster informal teacher leadership at the micro-level by targeting 
individual teachers. Next, literature is presented which highlights how teacher leadership is 
fostered, including the school-wide processes, the importance of teacher groups, and the critical 
role of administrators. Much of the literature on fostering teacher leadership focuses on formal 
roles. However, the research may still be applicable to informal teacher leadership. 
School-Wide Process 
ITLs might need a particular set of school structures to foster their development 
(Beachum & Dentith, 2004; Muijs & Harris, 2007). Structures that encourage organizational 
learning (Silins & Mulford, 2004) and participatory decision making (Emira, 2010) may promote 
 
37 
teacher leadership. As an example, Riveros, Newton, and da Costa (2013) conducted a case study 
in Alberta, Canada, to understand the pathways from teacher to teacher leader. The researchers 
interviewed 21 teachers and administrators, plus analyzed field notes and documents provided by 
the participants. The researchers found two important themes. First, teacher leaders emerge 
through informal leadership processes. Meaning, teacher leaders in this study gained leadership 
experience by interacting with their colleagues. Second, teacher leaders require flexible 
structures that promote trust and collegiality. Teacher leaders in the study required time to 
collaborate and build strong relationships with colleagues. These findings suggest that 
administrators can foster informal teacher leadership by creating structures that promote 
collaboration. Promoting collaboration might foster teacher leadership by giving teachers time to 
practice leadership skills and build strong relationships with colleagues.  
Structures that allow teachers to take part in schoolwide decisions may provide teachers 
with opportunities to practice leadership skills. For example, Rutherford (2006) conducted a 
qualitative study at an elementary school in a southwestern U.S. state to examine the impact 
school restructuring had on teacher leadership. The researcher collected data by making four 
annual visits to interview district administrators, school administrators, and teachers. In total, the 
researcher conducted over 50 interviews. Rutherford’s findings indicated the importance of a 
distributed leadership structure for teacher leaders. In this study, concerns and judgments were 
able to flow upwards. Teachers in this study were able to influence the collective knowledge and 
practice of their school. These findings suggest that administrators should design structures that 
allow participatory decision making. Teachers might feel that their input matters, which could 
encourage teachers to expand their influence beyond their classrooms. While these structures 
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might encourage ITLs to expand their influence, ITLs may also need a trusting culture that 
promotes risk-taking.  
The literature indicates a connection between school culture and teacher leadership. A 
culture built around trust (Addis, 2015; Roby, 2011), efficacy (Angelle & Teague, 2014), and 
collegiately (DeMore Palmer, 2011; Fairman & Mackenzie, 2012) might foster teacher 
leadership. For example, Derrington and Angelle (2013) surveyed 719 teachers across 44 schools 
in two U.S. states. The findings suggest a relationship between teacher leadership and the 
efficacy levels in the school. Teachers who believed in themselves and their colleagues tended to 
create schools with higher levels of teacher leadership. Efficacy levels might increase when 
teacher leaders receive recognition for their work. The research also suggests that administrators 
selecting teachers for formal roles might negatively correlate to teacher leadership levels in 
schools. Focusing on one teacher out of many may go against teachers’ beliefs in collective 
action. Administrators might have success fostering a culture that encourages teachers to become 
leaders.  
Another important cultural element that may foster teacher leadership is trust. For 
example, Demir (2015) examined the effects of organizational trust on teacher leadership levels 
in a causal-comparison research design. The researcher surveyed 378 teachers working in 21 
schools across Turkey. Demir’s findings suggest that trust levels are a prerequisite for support 
levels for teacher leadership. Principal trust, a sub-dimension of organizational trust, had the 
highest correlation to administrative support in this study’s survey. Another sub-dimension of 
organizational trust, colleague trust, had the highest correlation to teacher collaboration in this 
study’s survey. These findings suggest that teacher leaders thrive in cultures built around trust. 
Administrators might build trust with teachers by providing support. Teachers might be able to 
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build trust with colleagues by increasing collaboration. Teachers who trust each other might 
encourage each other to expand their influence beyond the classroom.  
Teacher Groups Foster Teacher Leadership 
Teacher leaders may need support from colleagues to be successful. For example, in a 
multisite case study in North Carolina, Howe and Stubbs (2003) interviewed teacher leaders and 
their colleagues, conducted observations, and analyzed documents to understand the forces that 
drive teachers to become teacher leaders. Without prompting, teacher leaders in this study said 
creating a community of practice led to their development as leaders. For these teacher leaders, 
the importance of communities of practice “cannot be exaggerated” (p. 295). In this study, 
teachers’ desire to work together to accomplish goals prompted the development of a community 
of practice. Howe and Stubbs argued that informal interactions within teacher groups are a 
necessary precondition for leadership development. The researchers argued that groups might 
evolve into support networks for teacher leaders. These findings indicate that teacher groups are 
a means of fostering informal teacher leadership. The groups might give teachers the opportunity 
to practice leadership informally and provide the support network ITLs need to meet shared 
goals. Other studies in the literature also suggest the importance of groups for teacher leadership 
(Chang, 2011; Von Dohlen & Karvonen, 2018). Administrators could foster teacher leadership 
by encouraging teachers to form groups. Teacher groups may be a prerequisite for teacher 
leadership.  
Another study demonstrated how teacher leaders can emerge in PLCs. Wilson (2016) 
conducted a quantitative study in Florida to investigate teachers’ perceptions of teacher 
leadership in PLCs. The researcher surveyed 39 high school teachers, and the survey consisted of 
open-ended questions and Likert-questions. Wilson’s research findings indicate a connection 
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between teacher leadership and PLCs. In this study, the most common way teachers engaged in 
PLCs was through collaboration. The teachers in the study identified teacher leaders based on 
their collaborative efforts in PLCs. Several teachers connected leadership with attending PLCs. 
While the teachers in this study recognized the value of PLCs, teachers felt that the time 
commitment negatively affected job performance. If administrators want to foster teacher 
leadership, they may need to prioritize time for PLCs to encourage teacher involvement.  
Administrators Foster Teacher Leadership  
Administrators may be able to foster teacher leadership directly through interactions with 
teachers. For example, Mangin (2007) examined ways that elementary principals support teacher 
leaders in an exploratory comparative case study. The researcher interviewed 15 principals, 12 
teacher leaders, and 6 supervisors. Mangin’s interview analysis suggests that the principal's level 
of knowledge about teacher leadership has a direct effect on teacher leader performance in this 
study. There might also be a link between the level of interactions principals have with teachers 
and the level of teacher leadership. Teachers’ perceptions of support received from the principal 
may also increase teacher leadership. The research suggests that if administrators have an 
understanding of teacher leadership, they might create positions for teachers that are student 
focused. Teachers might be encouraged to take on leadership roles if roles are associated with 
improving student learning. Mangin recommends that principals increase daily interactions with 
teachers. If interactions increase, administrators might know what types of support teacher 
leaders need.  
Findings in the literature suggest that administrators may influence variables that 
encourage teacher leadership. Administrators influence efficacy levels (Calik, Sezgin, Kavgaci, 
& Kilinc, 2012; Ebmeier, 2003) trust levels (Bird, Wang, Watson, & Murray, 2016; Li, 
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Hallinger, & Walker, 2016) and school culture (Akert & Martin, 2012; Bipath & Moyo, 2016). 
For example, Engels et al. (2008) conducted a mixed-methods study in Flemish primary schools 
to examine principals who seem able to shape school cultures that encourage better teaching and 
learning. The data collected included 46 questionnaires and interviews from principals and 700 
surveys from teachers. The researchers’ findings suggest that principals in this study who 
focused on creating flexible, stimulating, participatory, supportive environments produced 
positive school cultures. Teachers in this study who reported a positive school culture described 
administrators as innovators and mentors. The researchers argued that innovators plan for the 
future, are creative and are willing to take risks. Mentors, according to the researchers, motivate 
and support teachers. Administrators in this study created a positive school culture by focusing 
on improving instruction and norms of continuous learning. These research findings suggest that 
if administrators want to create positive school cultures, administrators need to direct efforts 
towards teacher improvement. By mentoring teachers and focusing on innovation, administrators 
may have the added benefit of increasing teacher leadership levels in their schools.   
Fostering teacher leadership is a school-wide process requiring the collective efforts of 
teachers and administrators. By increasing interactions with teachers, administrators might 
discover how to better support teacher leaders. Administrators might also create school structures 
that encourage interactions among teachers. One of the best ways to increase teacher interactions 
could be the formation of communities of practice, which might foster collaborations and strong 
relationships. Teacher groups may encourage teachers to share their experiences, share ideas and 
resources, and improve student learning. These are the main characteristics of teacher leaders. 
Therefore, teacher groups might foster informal teacher leadership. Administrators who focus on 
building cultures of trust might encourage teachers to take risks. While researchers in the 
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literature recommend ways teacher leadership may be encouraged, researchers also cite ways 
that teacher leadership may be discouraged.  
Barriers to Teacher Leadership 
The levers that foster teacher leadership might also hinder its development. Under certain 
conditions, school structures, administrators, and teachers themselves can be barriers to teacher 
leadership. Teachers may avoid becoming leaders or lead inadequately if administrators do not 
prioritize time in school structures. Teacher leaders need time to collaborate, build strong 
relationships, and practice leadership skills. Some leadership skills may develop if administrators 
provide time for teacher leaders, but teacher leaders need relevant professional development to 
gain the necessary skills to lead colleagues. However, the skills that teacher leaders need may 
never be put to good use if colleagues isolate themselves. Colleagues may prefer isolation in 
restrictive school climates that favor top-down management style over shared decision making. 
All these factors ultimately limit a teacher leader's ability to influence others. What follows is a 
review on barriers to teacher leadership: (a) lacking time, (b) lacking confidence and skills, and 
(c) restrictive climates.    
Teachers Lack Time  
School structures may overload teachers with work, leaving teachers little time for 
leadership. Teachers might not pursue leadership roles because they know the toll it takes on 
their time (Akert & Martin, 2012; Rutherford, 2006). Teachers who take on extra leadership 
responsibilities may have to work before and after school, on weekends, and on holidays to 
fulfill their duties as leaders and classroom teachers (Brooks, Scribner, & Eferakorho, 2004). 
Indeed, teacher leaders across numerous studies reported they were unable to do their roles 
effectively due to insufficient time (Bonin, 2018; Margolis, 2008; Mayers & Zepeda, 2002; 
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Weiner & Woulfin, 2018). For example, Gigante and Firestone (2008) conducted a case study in 
New Jersey to examine how teacher leaders improve colleagues’ practice. The researchers 
interviewed 13 administrators, 19 colleagues of teacher leaders, and 7 teacher leaders. In addition 
to the interviews, the researchers conducted observations and analyzed documents. Teacher 
leaders in the study reported they had no time to run workshops or provide one-on-one support. 
The lack of time teacher leaders experienced led to the development of shallow relationships 
with colleagues. These findings indicate that when teacher leaders’ time is limited, they cannot 
build strong relationships with colleagues. Gigante and Firestone argued that time is just as 
valuable a resource as materials. When schools want to improve teaching and learning, the focus 
is usually on providing materials, such as books, teaching supplies, and curricula. According to 
Gigante and Firestone, school structures that provide time as a resource facilitates the 
development of teachers’ social relationships. Providing more time also provides teachers a 
chance to lead. If administrators create structures that prioritize teacher leaders’ time, 
administrators may be able to remove time as a barrier to teacher leadership. 
School structures may also limit teachers’ time with administrators. Teacher leaders often 
view time with administrators as a valuable form of support (Stone et al, 1997). In one example, 
Weiner (2011) examined how teacher leaders and principals perceived the effectiveness of a 
teacher leadership initiative in a Northeastern State in the United States. The initiative was part 
of a grant program to increase collaboration among teacher leaders and administrators. The 
researcher conducted semi-structured interviews with four teacher leaders and four principals. 
While principals praised the teacher leadership program, the teacher leaders in the study felt 
there was inadequate time to do their jobs effectively. As teachers tried fulfilling leadership 
duties, they worried the extra-work took time away from their classroom responsibilities. The 
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principals were aware that time was a major issue for teacher leaders, but principals were 
unwilling to restructure the school day to provide extra time. The principals expressed a strong 
desire to support teacher leaders, but principals also felt overburdened with work. Weiner’s 
findings suggest that school structures may not provide sufficient time for principals to 
adequately support teacher leaders. Time that administrators devote to supporting teacher leaders 
may be a significant predictor of teacher leadership levels in schools (Cemaloglu & Savas, 
2018). Time is also necessary for teacher leaders and administrators to build strong relationships 
(Evans-Pierce, 2009). Developing relationships with administrators is a way that teacher leaders 
learn new skills (Baecher, 2012). If administrators schedule time to support teacher leaders and 
hire additional staff to provide extra time for teacher leaders, this may remove an obstacle to 
teacher leadership. In order to make time a priority, administrators may need to push for 
additional school funding.  
Teachers Lack Confidence and Skills 
A challenge for teacher leadership is that teachers may not have the confidence to pursue 
leadership roles. In one example, Muijs and Harris (2007) conducted a multisite case study at 
three schools in England. Each school had a different type of teacher leadership, either 
developed, emergent, or restricted. Teachers at each school were interviewed about factors that 
supported and hindered teacher leadership. At the school with emergent teacher leadership, 
teachers lacked the skills to take on leadership roles. Teachers did not feel confident enough. The 
researchers found that the school with the highest levels of teacher leaders had a coaching 
program to develop leadership skills. The findings suggest that teachers need professional 
development to gain the confidence to become leaders. Likewise, other research findings suggest 
that professional development encourages and supports teacher leadership (Blackman, 2010). 
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Angelle and Dehart (2011) argued that administrators are responsible for connecting teacher 
leaders to professional development to strengthen teachers’ leadership skills.  
Teacher leaders are motivated to lead if they can improve student learning (Martin, 
2018). However, teacher leaders might not be able to meet their instructional goals because they 
lack the skills to lead effectively. As Birky, Shelton, and Headley (2006) argued, teachers are 
trained to teach and not to lead. For example, Borko, Koellner, and Jacobs (2014) conducted a 
qualitative study in the Western United States to examine new teacher leaders’ ability to 
facilitate workshops for groups of teachers. Eight teacher leaders participated in this study. The 
researchers filmed 28 workshops led by teacher leaders. Afterward, the researchers conducted 
three sets of interviews with each teacher leader (for a total of 24 interviews). The findings 
indicate that teacher leaders could develop a climate of trust and create collaborative 
relationships in their workshops. However, teacher leaders struggled leading discussions 
involving in-depth analysis of student learning and instructional practices.  
These findings indicate that teacher leaders’ collaboration skills and social skills may be 
easier for them to develop. However, teacher leaders may have a harder time developing skills to 
facilitate group discussions. To foster teacher leadership, administrators may need to provide 
extra support that fills in essential skills for teacher leaders. 
Restrictive Climates  
Administrators may contribute to restrictive climates with top-down management styles 
that limit teacher’s influence (Brosky, 2009; Pruitt, 2008). Indeed, some schools are so 
bureaucratic with layers of management and supervision that teacher leaders may find it hard to 
break through the strict hierarchical structure (Goldstein, 2003). In one example, Kilinc (2014) 
conducted a quantitative study in Turkey to examine the relationship between teacher leadership 
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and school climate. The researcher collected surveys from 259 teachers. Kilinc found that 
restrictive climates negatively correlated with school-wide improvement, personal improvement, 
and collaboration. When teachers work in restrictive climates, they might be unwilling to 
improve themselves, their colleagues, and their schools. In restrictive climates, teachers might 
not take part in a key component of teacher leadership: collaboration. Without collaboration, 
teachers may not be able to build strong relationships, another key component of teacher 
leadership.  
Teachers themselves may contribute to restrictive climates by resisting collaboration 
(DeMore Palmer, 2011) and preferring isolation (Fairman & Mackenzie, 2012). In one example, 
Roby (2011) investigated teachers’ perceptions of school culture and the potential for ITLs to 
influence school culture. The researcher surveyed 195 teachers pursuing a master’s degree in 
teacher leadership in Ohio. Participants reported that teacher isolation was the biggest concern, 
followed by a lack of opportunities for informal teacher leadership. In addition, participants were 
concerned about a lack of trust and a lack of collaboration in their schools. Roby argued that 
empowering ITLs can be a way to improve school cultures. ITLs may be able to foster a 
community of learners that are proactive rather than reactive. If administrators want to remove 
restrictive climates as a barrier to teacher leadership, administrators may need to empower ITLs 
to shape school culture.   
While findings from the literature suggest several barriers to teacher leadership, 
administrators may be the key levers to removing the barriers to teacher leadership. Teacher 
leaders need time to build relationships, collaborate, and practice leadership skills. If 
administrators value time as a resource and create structures that prioritize teacher leaders’ time, 
a barrier may be removed for teacher leadership. Freeing up teacher leaders may give teacher 
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leaders more time to practice leadership skills. Because teacher leaders may lack the confidence 
to lead, administrators can help by providing professional development. Even with time and 
skills to lead, teacher leaders may still have work in restrictive climates. If administrators flatten 
the hierarchy, promote collaboration, empower teacher leaders, and help teachers deal with 
resistant colleagues, school climates may improve. While this may remove barriers to teacher 
leadership in public schools, little is known about teacher leaders within the context of 
international schools. Research on teacher leaders has typically taken place within the context of 
public schools.  
Teacher Leaders in International Schools 
Informal teacher leadership emerges based on the needs of the schools and the ITLs’ 
interests (Katzenmeyer & Moller, 2009). Very few researchers have conducted studies within an 
international school context. Of the research that has been conducted in international schools, 
most has focused on formal teacher leadership (e.g., Bonin, 2018; Javadi, Bush, & Ng, 2017; 
Tooher-Hancock, 2018). Informal teacher leadership in international schools has received less 
attention and has been a part of only a few studies (e.g., Duval, 2018; Lin, Lee, & Riordan, 
2018).  
FTLs in International Schools  
Two contextual factors may affect formal teacher leaders: isolation and privatization. The 
isolated nature of international schools may mean that administrators need to rely more on FTLs. 
International schools have been described as a “private island of plenty” situated within the host 
country (Cambridge, 1998, p. 205). Some international schools literally erect walls and barbed 
wire separating themselves from the country they reside in (Hayden, 2005). As such, 
international schools may rely more on FTLs because there may be no other school, district or 
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government that can offer support. For example, international schools that have international 
baccalaureate (IB) programs often rely on FTLs to be IB coordinators (Bolivar, 2009). However, 
FTLs might not direct their influence at teachers, but at administrators. FTLs may focus on 
helping administrators because the private nature of international schools means accountability 
lies with the owners and management and not with teachers (Javadi et al., 2017). Because of the 
more direct relationship that FTLs have with administrators, FTLs may be more likely to leave 
an international school if the level of administrative support is low (Bonin, 2018). 
One example from the literature body illustrates how the international school context can 
hinder formal teacher leadership. Pruitt (2008) explored teacher leadership in international 
schools within the context of whole-school reform. The researcher conducted a cross-case 
comparative case study with four teacher leaders employed at an international school in South 
America. The researcher analyzed documents, teacher reflections, teacher-created journey maps, 
archived surveys, and conducted interviews with the teacher leaders, principals, and school 
directors. Findings suggest that host-country nationals may be less likely to become teacher 
leaders in international schools. Host-country national teachers felt that a lack of job security was 
a significant barrier to teacher leadership. The host-country national teachers avoided leadership 
roles, fearing they would make a mistake and lose their jobs. As a result, administrators may 
need to cultivate a culture of trust and promote taking risks to foster teacher leadership with host-
country nationals. 
ITLs in International Schools  
Two studies focused on ITLs in international schools. In the first study, Duval (2018) 
examined the perceptions of formal and informal teacher leadership in international schools. The 
researcher collected surveys from 27 principals and 165 teacher leaders working at international 
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schools in Europe. Duval's findings suggest that ITLs collaborate in order to improve instruction 
and student learning. These research findings are in line with other studies on ITLs (e.g., 
Beacher, 2012; Lovelace, 2019; Martin, 2018). However, the administrators and ITLs in Duval's 
study reported that a growth mindset is vital for ITLs. Because of the increased reliance on 
teacher leaders in international schools, ITLs’ work may be more challenging and require more 
flexibility. Administrators may need to cultivate a growth mindset in international schools to 
foster informal teacher leadership. 
The second study demonstrates how the increased reliance on FTLs in international 
schools may hinder the development of informal teacher leadership. Lin, Lee, and Riordan 
(2018) investigated how teacher interactions contribute to the creation of teacher leadership in 
PLCs. The researchers conducted a mixed-methods study across two IB schools in Southeast 
Asia. Lin, Lee, and Riordan conducted a social network analysis across the two school sites 
involving 167 participants and then conducted 43 interviews. Research participants included 
heads of school, heads of department, program coordinators, teacher leaders, and colleagues who 
closely interact with teacher leaders. The researchers found structures that promote collaboration 
foster the development of teacher leadership within PLCs. However, teachers and administrators 
in the study believed only those with formal positions were leaders. As a result, only those with 
formal positions were allowed time for collaboration. Lin, Lee, and Riordan argued that this 
belief and practice might have hindered the development of informal teacher leadership. While 
the structures were in place to encourage informal teacher leadership, the culture discouraged the 
development of ITLs. Administrators may need to focus on aligning culture with school 
structures to foster informal teacher leadership. 
Towards A General Model for Informal Teacher Leaders  
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Based on the research findings in this chapter, a model for ITLs is presented (see Table 
2.1). This model was used to inform the research design and instrument selection. The model is 
divided into three parts: (1) who the ITLs are, (2) what the ITLs do, and (3) why ITLs do it. 
Following a discussion of each part, I consider how an international school context might 
influence this model.  
Table 2.1  
General Model for Informal Teacher Leaders 
Who ITLs Are What ITLs Do Why ITLs Do It 
Classroom teachers with no formal 
leadership title or position (Addis, 
2015; Fairman & Mackenzie, 
2015; Martin, 2018; Penuel et al. 
2010; Whitaker, 1995) 
Build strong relationships to 
influence colleagues and 
administrators (Scribner et 
al., 2007; Wallace, 2005) 
Improve teachers’ 
practice (Angelle & 
Teague, 2014; Fairman & 
Mackenzie, 2015; 
Supovitz, 2018)  
Willingly goes beyond their 
contractual obligations (Beacher, 
2012; DeMore Palmer; 2011) 
Use teaching expertise to 
influence their colleagues 
and administrators 
(Anderson, 2008; Emira, 
2010; Ghamrawi. 2010; 
Lovelace, 2019) 
Improve student learning 
(Hunzicker, 2013; Nolan 
& Palazzo, 2011) 
Active member of teacher-
group(s) (Howe & Stubbs, 2003; 
Lei & Cheng, 2015; Wenner & 
Campbell, 2018) 
 
Colleagues consider them leaders 
(Addis, 2015; Anderson, 2004; 
Anderson, 2008; Lai Cheng, 2015; 
Penuel et al, 2010) 
Influence colleagues by 
collaborating, sharing ideas 
and resources (Anderson, 
2008; Emira, 2010; Muijs & 
Harris, 2006; Lai & Cheng, 
2015; Von Dohlen & 
Karvonen, 2018)  
 
 
Who ITLs Are 
 ITLs work outside the hierarchy established by administrators. ITLs are classroom 
teachers with no formal leadership title or position (Addis, 2015; Fairman & Mackenzie, 2015; 
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Martin, 2018; Penuel et al. 2010; Whitaker, 1995). ITLs are not assigned to lead anything or 
anyone, but instead choose to lead. ITLs are contractually obligated to perform their duties as 
classroom teachers, but teachers willingly take on extra responsibilities when they see a need that 
is not being met by those within the hierarchy (Bacher, 2012; DeMore Palmer; 2011). However, 
ITLs cannot meet goals alone. Being an active member of at least one teacher-group allows ITLs 
to promote collective action in order to meet shared goals and allows ITLs to practice leadership 
skills (Howe & Stubbs, 2003; Lei & Cheng, 2015; Wenner & Campbell, 2018). When ITLs take 
on leadership roles and work with teacher-groups to meet shared goals, colleagues consider them 
leaders (Addis, 2015; Anderson, 2004; Anderson, 2008; Lai Cheng, 2015; Penuel et al., 2010). 
ITLs are granted leadership credentials through social interactions with colleagues. 
What ITLs Do 
 ITLs do not have the power that comes with a formal position. ITLs’ power is based on 
influence. ITLs spend time building strong relationships with colleagues and administrators in 
order to gain influence (Scribner et al., 2007; Wallace, 2005). ITLs influence colleagues and 
administrators with expertise in the form of knowledge (Anderson, 2008; Emira, 2010) 
experience (Lovelace, 2019) and pedagogy (Ghamrawi. 2010). ITLs also influence colleagues by 
sharing ideas and resources which colleagues find relevant to their professional development as 
teachers (Anderson, 2008; Fairman & MacKenzie, 2015). Collaboration is essential because it 
allows ITLs to influence others by building strong relationships, using expertise, and sharing 
ideas and resources concurrently (Emira, 2010; Muijs & Harris, 2006; Lai & Cheng, 2015; Von 
Dohlen & Karvonen, 2018). ITLs influence colleagues and administrators to meet instructional 
goals.  
Why ITLs Do It 
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 ITLs engage in leadership activities they find meaningful. Because of high efficacy 
levels, ITLs expand influence outside the classroom to improve instruction (Angella & Teague, 
2014). ITLs develop influence strategies to improve teachers’ practice because they want to 
maintain co-equal relationships among colleagues (Supovitz, 2018). ITLs improve teachers’ 
practice because the ultimate goal is to improve student learning (Fairman & MacKenzie, 2015). 
ITLs have a student-centered mindset and are motivated to lead because of advocacy in terms of 
helping students (Hunzicker, 2013; Nolan & Palazzo, 2011).  
Applying the General Model for ITLs within International Schools 
 High turnover is prevalent in international schools. With an annual turnover of 18%, 
teachers are constantly going in and out of international schools (Macuso, Robert, & White, 
2010). When teachers enter a new country and job, they are deskilled and have to relearn 
everything (Bailey, 2015). In their first year, international teachers may have little time or could 
be unsure how to lead within their new schools. First-year teachers may be unwilling to invest 
the time to become an ITL. Once new teachers are established at the end of their first or the 
beginning of the second year, they may emerge as ITLs.  
Host-country national teachers may be less likely to become ITLs. Host-country national 
teachers lack job security, and this is a major barrier to leadership (Pruitt, 2008). Another barrier 
to leadership is the large difference in salary between expatriate teachers and host-country 
national teachers. Hayden (2006) indicates that host-country national teachers receive a local 
salary and have little chance of advancement in international schools. Host-country national 
teachers may not be as motivated to take on extra responsibilities beyond their contractual 
obligations because of the pay differential. Even if host-country nationals want to expand 
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influence, they must contend with neo-colonial elements that exist in international schools that 
favor Western-expatriate teachers (Carol-Anne Burke, 2017).  
Theoretical Framework 
Building strong relationships is an essential aspect of teacher leadership (Scribner et al., 
2007; Wallace, 2005). A lens for viewing these relationships is social capital theory. This theory 
proposes that resources are embedded within social relationships, and these resources can 
facilitate action (Bourdieu, 1986; Coleman, 1988). In The Forms of Capital (1986), Bourdieu 
first developed the theory of social capital during his broader discussion on the different forms of 
capital. Bourdieu's ideas were later expanded upon by Coleman, who focused on the functions of 
social capital. Both Bourdieu and Coleman theorized social capital as something privately 
owned. Their ideas were challenged by Putman (1995), who argued that social capital is a public 
good. Despite the differences between Bourdieu, Coleman, and Putman, they each added 
valuable ideas to social capital theory. 
Bourdieu (1986) defined capital as accumulated resources that people, or groups of 
people utilize to increase their position in society. He defined social capital as the combined or 
potential resources linked together through a network of individuals. Meaning, social capital is 
the resources people gain by being members of a group. The amount of social capital possessed 
by a person depends on two factors. The first factor depends on the number of ties a person has 
within their social network and the strength of those ties. A tie can either be strong, weak, or 
absent, depending on the strength of the relationship between two people (Granovetter, 1973). 
The second factor depends on the combined capital within their social network. By adding and 
strengthening network connections, people increase their cultural capital, economic capital, and 
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symbolic capital. In this way, Bourdieu argued that social capital acts as a multiplier effect to the 
other forms a capital a person possesses. 
Bourdieu divided cultural capital into three forms: (1) the embodied state, (2) objectified 
state, and (3) the institutionalized state. Embodied cultural capital is the dispositions of the body 
and mind formed by one’s knowledge, skills, tastes, appearance, and mannerisms. Objectified 
cultural capital is material goods that one owns with cultural significance. Institutionalized 
cultural capital is acquired through the acquisitions of degrees, qualifications, and certifications 
backed by the authority of the state. Of these forms of cultural capital, embodied cultural capital 
is the most significant to social capital. People with social capital have access to the collective 
knowledge and skills within their social network.  
Economic capital is money or assets that can be directly converted into money. Both 
tangible assets, such as property, and intangible assets, such as time, can be converted into 
money. Bourdieu claimed that economic capital is the most potent form of capital because of his 
concept of conversion. According to Bourdieu, economic capital can be converted into social 
capital. People exchanging gifts and giving time in order to build or maintain relationships are 
trading their economic capital for more social capital. Bourdieu argued that the transformation 
from one form of capital to another comes at a cost. Some capital is lost in the process. Trading 
economic capital may result in little social capital in return.  
Symbolic capital refers to titles, recognition, and prestige. Symbolic capital lies within 
one’s reputation. Bourdieu argued that symbolic capital pairs with the other forms of capital. It is 
a form of capital that grants recognition to cultural, social, and economic capital. Symbolic 
capital is essential since the point of capital is increasing one’s position in society. Bourdieu 
claimed that capital is of little importance if other people do not acknowledge it. 
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Coleman (1988) added to Bourdieu’s theory of social capital by describing the functions 
of social capital. Just as economic capital exists in materials and cultural capital exists in 
people’s skills, social capital exists in relationships among people (Portes, 1998). Coleman 
claimed that changing relationships facilitate action. Coleman argued that social capital 
facilitates productive activity in social networks. Social capital serves as a means of achieving 
goals within social networks. 
Coleman (1988) argued that social capital would not function without norms and trust. 
Norms promote collective interests over individual interests, and trust offers some guarantees 
that individuals meet their obligations. Norms and trust arise when there is closure in these social 
networks. Closure means that there are enough ties between people in their social networks. 
These social networks facilitate the flow of information. Meaning, groups function more 
efficiently if they have more connections and stronger ties.  
While Bourdieu (1986) and Coleman (1988) theorized social capital as something owned 
by individuals, Putman (1995) argued that social capital can also be a public good. Putman 
conceptualized social capital as stocks in the form of “trust, norms, and networks” that are self-
reinforcing and cumulative (p. 4). As with other forms of capital, Putman argued that those who 
have social capital tend to accumulate more. Successful collaboration in one social setting 
strengthens ties and trust, which facilitate future collaboration in another social setting. 
According to Putman, social networks with strong ties built around norms and trust facilitate the 
spread of information and enhance coordination. Putman claimed that there is a correlation 
between the stock of social capital and organizational effectiveness. Therefore, encouraging 
trust, norms, and strengthening social networks would be in an organization’s best interests. 
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There have been several instances of educational researchers using social capital as a 
theoretical lens to examine school effectiveness. Some researchers have used social capital when 
studying interactions among teachers (e.g., Penuel, et al., 2009) and the diffusion of knowledge 
as a byproduct of these interactions (e.g., Frank, Zhao, & Borman, 2004; Spillane, Hopkins, & 
Sweet, 2015; Spillane, Kim, & Frank, 2012). In one example, Lena and Pil (2006) examined the 
correlation between school effectiveness and the strength of ties among teachers, administrators, 
and stakeholders. The results of Lena and Pil’s study suggest more social capital among teachers, 
principals, and stakeholders predicts higher levels of student achievement. Lena and Pil’s study 
highlighted the importance of building social capital in schools as it may have an impact on 
student learning.  
 Because of social capital’s importance, researchers have examined ways to build social 
capital in schools. In one example, Fischer (2002) investigated methods for enhancing teacher 
learning by promoting social capital. Some ways that teachers built social capital in Fischer’s 
study include sharing ideas and collaborating. Some ways that administrators build social capital 
include setting norms and expectations and allowing teacher decision-making to strengthen trust. 
In a similar study, Minckler (2014) examined the ways administrators can encourage social 
capital among teachers. Minckler found that administrators who create a culture and structures 
which fosters collaboration build social capital. There was also a correlation between 
transformational leadership and the development of social capital. Minckler’s study suggests that 
administrators’ leadership style influences the amount of social capital among teachers.  
 Administrators who focus on building social capital among teachers may create the 
conditions for informal teacher leadership to emerge. Social capital theory was used as this 
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study’s theoretical framework. The theory was used to examine how administrators foster 
informal teacher leadership with their schools.  
Chapter Summary 
Findings from the literature suggest that administrators can influence the structures and 
culture that foster teacher leadership. Structures that promote collaboration, participatory 
decision making, and organizational learning may foster teacher leadership. Administrators 
might also be able to remove barriers to teacher leadership which include a lack of time, lack of 
confidence and skills, and restrictive climates. Cultures that promote trust, efficacy, and 
collaboration may foster teacher leadership. 
What is missing from the current body of literature is an understanding of how 
administrators foster ITLs in schools. The literature suggests that ITLs have a strong desire to 
lead in order to improve student learning, but conditions must be in place for ITLs to willingly 
lead others. Administrators may have the ability to create structures, develop cultures, and 
remove barriers that create the conditions for ITLs to emerge. How administrators create these 
conditions is the focus of the current research study.  
 The research indicates that FTLs operate within hierarchies, deal with conflicting 
colleagues, and spend their time on administrative tasks. According to the literature, ITLs 
operate within groups, collaborate with colleagues, and spend their time improving teachers’ 
practice and student learning.  
This review of the literature indicated that there has been little research on fostering 
informational teacher leadership. Nevertheless, from the research that is available, there is 
evidence of the importance of ITLs. It may be that ITLs are more effective at improving student 
learning because they have more time to build strong relationships and can choose leadership 
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roles they find meaningful. Therefore, schools may benefit from having more ITLs. International 
schools may also benefit from having more ITLs. Due to the increased complexity of operating 
international schools and their isolation, ITLs may be a valuable resource for administrators.  
The few studies that have explored the phenomenon of fostering informal teacher 
leadership have done so within the context of American, Canadian, and European public schools. 
Little is known about informal teacher leadership in international schools. While there is some 
research about teachers in international schools, the focus has been recruitment, retention, and 
cultural adjustments. What is missing from the literature is the phenomenon of fostering informal 
teacher leadership in international schools. That is the gap that this research study proposes to 
fill. Fostering informal teacher leadership in international schools was explored through the lens 















Chapter 3: Methodology 
The methodology for the study is detailed in this chapter. The goal of the study was to 
explore how administrators build social capital among expatriate teachers to foster informal 
teacher leadership in type C international schools. The umbrella question for this case study was: 
How do administrators build social capital among expatriate teachers to foster informal teacher 
leadership in type C international schools? Three other research questions guided the study. 
They were:   
1. How does the context of type C international schools influence expatriate ITLs? 
2. How do administrators build trust among expatriate teachers to foster informal 
teacher leadership in type C international schools?  
3. How do the social networks of expatriate teachers compare to those of host 
country national teachers?  
The chapter begins with a detailed description of the study’s context. What follows is an 
overview of the research design, including the research instruments, procedures for data 
collection, and techniques for data analysis. Also, a detailed overview of the population and the 
sample are provided. I also provide the steps taken to ensure data trustworthiness. The chapter 
concludes with a discussion on my role as the researcher and the study’s limitations.  
The Context  
In this section, a description of the international school context is provided to gain a 
detailed understanding of where and when the study took place. As discussed in chapter two, 
ITLs are influenced by the context in which they reside. Because there is such a strong 
connection between ITLs and their context, a detailed description of the international school 
context is necessary to gain a greater understanding of the ITLs sampled in this study.   
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In 2019, the number of international schools worldwide totaled 10,282 (ISC Research, 
2019). Globalization has resulted in the rapid rise of international schools (Hayden & Thompson, 
2013). Globalization has boosted the status and wealth of local elites, who comprised about 5% 
of the local population (Brummitt & Keeling, 2013; Tate, 2016). Local elites demand a better 
education for their children who see English acquisition and the status of attending international 
schools as a means of entering elite Western universities (Gardener-McTaggart, 2016). Local 
elites have other motivations for choosing international schools when looking at their actions 
through the lens of the political economy (Robinson, 2016). Political economy is the study of 
how social agents constrain or enable political, economic, and institutional contexts (Verger, 
Fontdevila, & Zancako, 2016). The political economy lens provides context for the ownership, 
the demand, and the location of international schools.  
Ownership of International Schools   
Much of the international school market, and the schools within it, has been created by 
the transnational capitalist class, who are redefining international schools. The transnational 
capitalist class comprise the owners, investors, and CEOs of transnational corporations and 
financial companies (Velayutham, 2016). According to Bunnell (2019), much of funds supplying 
international schools are from private equity. He labeled these kinds of international schools, 
private equity schools. Ownership from private equity is short term, between three to four years 
to see a return on investment. In the past, international school governance was more stable and 
had a single-school focus. Bunnell argued that the rapid turnover in ownership adds to the 
already complex nature of international schools that also must deal with turnover in leadership, 
teaching staff, and students. The author claimed that the rapid rise in the development of 
international schools is the ease at which these corporate school networks can find considerable 
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funding across the globe. Bunnell argued that this is part of a broader social and economic 
strategy aimed at attracting international education to local elites who desire to send their 
children to schools overseas. 
Demand  
The global middle class is fueling the demand for international schools. The global 
middle class is an emergent class-in-formation who live in major cities as employees of global 
capital, rather than control global capital like the transnational capitalist class (Bunnel, 2019). 
Many of the global middle class are still local and national capitalists. However, “territorially 
restricted capital” cannot compete with transnational capital, and if local capital is to survive, it 
must de-localize (Robinson, 2011, p. 356). On the surface, parents are demanding these schools 
because English is the lingua franca of the globalized world, and the parents see their children 
learning English as a means of further economic success (Dewi, 2012). Many parents in 
developing countries wish to opt-out of, what they perceive as, failing state schools, in favor of 
international schools (Maxwell, 2015; Mayberry, 2015). The elite universities located in Western 
countries are more likely to accept international school students (Gilbertson, 2016; Robinson, 
2016). The parents believe that entry into these elite universities will propel their children into 
“the upper rungs of the global labor market” (Robinson, 2016, p. 11). Parents see entry into 
international schools as a guaranteed success for their children (Bunnel, 2019).  
The added benefits of attending international schools are not only for the children but for 
the parents of the global middle class. Parents see international schooling as a way to show off 
their wealth and lifestyle (Bunnell, 2019). International schools provide networks for the global 
middle class. The exclusive networks provide parents, who are often national capitalists, links to 
transnational capital (Bunnell, 2019; Robinson, 2011). Bunnell argued that many global middle-
 
62 
class parents are eager to escape their country and transnationalize their capital in order to 
become a part of the transnational capitalist class. Leaders of developing countries are aware of 
this desire and see international schools as a means of keeping the global middle class in the 
country. 
Location 
The rise of international schools has corresponded with the economic rise of developing 
countries, more specifically, the Asia-Pacific region (Gardener-McTaggart, 2016). Leaders in 
developing countries are focusing on integrating national economies into the global economy 
(Robinson, 2011). Leaders in developing countries see the benefits of international schools for 
their economy. Bunnell (2019) argued that by letting the transnational capitalist class establish 
international schools, leaders in developing countries see this as a “quick fix” to some of their 
development problems. Leaders of developing countries want to provide more choices for the 
local population, so they are actively encouraging growth. Government officials are spurring 
growth by adopting policies that encourage the local population to choose international schools. 
These government officials know that if their population is unsatisfied with education locally, 
their children might study abroad. In many instances, these children would never return and 
result in a country-wide brain drain.  
Types of International Schools 
Hayden and Thompson (2013) divide international schools into three categories. First, 
type A traditional international schools are non-profit and have a cultural mix of students and 
staff, who utilize curriculum foreign to the host country. Second, type B ideological international 
schools emphasize international mindfulness and international curriculum with a goal of global 
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peace and understanding between cultures. Third, type C nontraditional international schools are 
for-profit with affluent local students and a cultural mix of staff.  
Type A Traditional. Up until the late twentieth century, traditional international schools 
were the most common type of international school. Traditional international schools can be 
traced back to 1924, when the International School of Geneva was founded to serve parents from 
the League of Nations (Knight, 1999). Globally mobile parents often working for embassies or 
multinational corporations are the primary clientele for traditional international schools. As a 
result, the student body is composed of nationalities from around the world. Some traditional 
international schools accept students from the local population. In recent years, students from the 
local population have been growing in traditional international schools, and in many cases 
comprise a sizable minority within the school (Hayden & Thompson, 2013).  
Type B Ideological. These schools’ purpose is spreading an ideology of internationalism. 
These ideological schools do so by bringing students together from diverse backgrounds. Such 
schools are not compelled by market forces but are compelled to end violence and war by 
increasing students’ understanding of different cultures and nationalities. Of the three types of 
international schools, type B ideological schools are least in number (Hayden & Thompson, 
2013).   
Type C Nontraditional. The fastest and newest kind of international schools is type C 
nontraditional schools. According to Hayden and Thompson (2013), these schools emerged in 
the late 20th century, and most can be found in the developing world with an aspiring global 
middle class. Type C nontraditional schools cater to an affluent student body from the local 
population. The transnational capitalist class has invested heavily in type C nontraditional 
schools, seeking to profit off the perceived superiority of international schools. Hayden and 
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Thompson hypothesized that type C international schools account for the large growth in 
international schools since the year 2000.  
Restatement of the Problem 
 The rapid turnover in ownership due to private equity adds to the increased complexity of 
operating type C international schools (Bunnell, 2019). International schools are complex, 
evolving, loosely linked systems due to the rapid turnover of teachers, students, and ownership 
(Fertig & James, 2016). These types of international schools need multiple leaders for it to 
function properly. Administrators cannot rely on the hierarchy alone to deal with the complexity 
of international school operations. While administrators need informal teacher leaders, they may 
be unsure how to foster informal teacher leadership with teachers in schools with different 
cultural backgrounds, high turnover, and stratification. How administrators build social capital to 
foster informal teacher leadership in this context has not been widely explored.  
Research Design 
The umbrella question driving this study is: How do administrators build social capital 
among expatriate teachers to foster informal teacher leadership in type C international schools? 
To answer the umbrella question, I employed an exploratory sequential embedded single site 
case study design. I was guided by the work of Merriam (1998) and Yin (2017). Yin provides 
three conditions for choosing the appropriate research method: (1) the kind of research question 
posed, (2) whether the focus is on contemporary or strictly historical events, and (3) a 
researcher's control over behavioral events. Concerning the present study, a how question begins 
the umbrella question. I desired to study a contemporary set of events and had no control over 
behavioral events. According to Yin, these conditions favor selecting a case study for the 
research method.  
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A case is defined as a contemporary phenomenon within its real-life context (Yin, 2017). 
Administrators building social capital among expatriate teachers to foster informal teacher 
leadership is the contemporary phenomenon. I examined the contemporary phenomenon within 
the context of type C international schools in Vietnam. To bound the case, administrators are 
defined as individuals who reach the highest levels of management in international schools 
(Hayden, 2006). Titles for administrators in international schools include: (a) head of school, (b) 
deputy head of school, (c) principal, and (d) vice-principal.  
To determine the scope of data collection, the case was bound by distinguishing data on 
the phenomenon from data on the context (Yin, 2017). For the current study, ITLs are defined as 
classroom teachers without a formal title or position (Fairman & Mackenzie, 2015; Martin, 2018; 
Whitaker, 1995). To bound the case, I only focused on expatriate ITLs. To further bound the 
case, fostering informal teacher leadership was explored through the lens of social capital theory. 
Finally, the case was bound by focusing on one point in time rather than at different points in 
time or a long period of time. A description of each part of the case study design is detailed in 
the paragraphs below. 
For this case study, I focused on a single site. There are three rationales for selecting a 
single site. First, given the unique context of type C international schools within Vietnam, the 
case represents what Yin (2017) described as an unusual case. Type C nontraditional 
international schools are the newest kinds of international schools (Hayden & Thompson, 2013), 
so little research has been set in this context. Most of the research has occurred in type A 
traditional international schools. Second, the type C international school represents a critical case 
for the theory of social capital. The proposition that social capital is an essential tool for fostering 
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informal teacher leadership was explored in this unique context. Third, only one school agreed to 
be part of this study.  
 I chose an exploratory design for this case study. The purpose of an exploratory case 
study is to identify research questions for subsequent research (Yin, 2017).  As suggested in the 
literature review, the existing knowledge base on informal teacher leadership in international 
schools is limited. Therefore, an exploratory case study was appropriate to gain a richer 
understanding of expatriate ITLs in this context and generate new questions for myself or other 
researchers to explore in future studies given the dearth of research on this topic in this context.  
I chose an embedded design to study the subunits within the case. In an embedded 
design, the subunits for analysis cannot be removed from their context and combined with other 
similar subunits in a different context (Yin, 2017). In this case study, the three subunits for 
analysis were expatriate teachers who identified expatriate ITLs, expatriate ITLs, and 
administrators selected by expatriate ITLs. I explored expatriate teachers, expatriate ITLs, and 
administrators’ perceptions and experiences of the contemporary phenomenon. 
In a sequential design, the method of inquiry must occur in a particular order (Yin, 2017). 
I chose a sequential design because the social network analysis in phase one enabled in the 
selection of expatriate ITLs for deeper analysis in phase two. At the international school, 
expatriate teachers who identified expatriate ITLs were interviewed first. Topics from expatriate 
teacher interviews were revisited in interviews with expatriate ITLs. During the expatriate ITL 
interviews participants selected administrators for the last set of interviews. Topics from 





As of 2019, there are 503,000 full-time staff employed at international schools worldwide 
(ISC Research, 2019). There is a tripartite organizational structure consisting of well-paid 
expatriate teachers who stay short term, host country nationals who are paid less but stay long 
term, and a long-term administrative core (Cambridge, 2002). As there is a strong desire for 
students in these international schools to learn English, the administrators and expatriate teachers 
are native-English speakers originating from English speaking countries (Hayden, 2006). There 
was a time when these native English speakers were from either Britain or the United States. 
Now, however, more native English speakers from Australia, Canada, Ireland, South Africa, and 
New Zealand are part of international schools (Canterford, 2003). According to Hayden and 
Thompson (2011), the mix of nationalities varies among international schools. Consistent with 
every international school is the small number of host country nationals that must be employed. 
These host country nationals are employed as teachers and occasionally employed as 
administrators. One nationality tends to dominate an international school due to the expatriate’s 
familiarity with the curriculum and the training received within their national system. For 
example, American international schools recruit Americans, and Australian international schools 
recruit Australians. 
Expatriate Teachers  
Sims (2011) reported that 85% of the expatriate teaching population employed in 
international schools is Caucasian, 48% are unmarried, 48% are in their 30s, and 24% are in their 
20s. This suggests that these expatriate teachers are young, White, and do not have much 
teaching experience. Expatriate teachers can be divided into four categories: (1) career 
professionals without children, (2) career professionals with children, (3) teacher tourists, and (4) 
permanent residents of the country hosting the international school (Hardman, 2001). Expatriate 
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teachers can be further divided between local-hire expatriates and overseas hire expatriates 
(Gronn, 2000). Local-hire teachers may be the spouse of someone working for an international 
agency, or they may have married a local national. The overseas hire expatriate moved to the 
host country specifically to work at the international school (Hayden, 2006). The overseas hire 
expatriate receives a higher salary and benefits packages than the local-hire expatriate.  
Host Country National Teachers 
Host country national teachers are teachers indigenous to the country hosting the 
international school. Their culture and first language are the same as the student body from the 
local population. The ability to speak English is a requirement to work in international schools, 
so these teachers speak English as a second language. However, many may prefer to speak in 
their first language. International schools must employ local teachers because of government-
mandated curriculum. While these teachers may receive a higher salary than working in the 
national system, their salary is significantly less than that of expatriate teachers. International 
schools pay these teachers a local salary. Still, the international school system may offer better 
benefits and better working conditions than the national system. Hayden (2006) argued this may 
prove negative in the long term for international schools because host country national teachers 
have little chance of being promoted and may be unwilling to move back into the national 
system.  
Administrators  
According to Hayden (2006), titles vary for school leaders across international schools. 
Some titles can include head of school, deputy head of school, principal, and vice-principal. 
However, the term “administrator” has been so commonplace in international schools that it is 
the most appropriate title for someone who has reached the highest levels of management. In this 
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study, I use the term administrator as a title applicable to all international schools. In the 
description of the research participants, I give their official titles. I use official titles when 
necessary to differentiate administrators at the school site. However, in the cross-case synthesis, I 
uses the term administrator.  
Administrators take up positions in international schools for many of the same reasons 
that teachers do. Hardman’s (2001) four categories are also applicable for administrators, career 
professionals without children, career professionals with children, teacher tourists, and a 
permanent resident of the country hosting the international school. However, it is much less 
likely that administrators would be a teacher tourist, taking a position in an international school 
for a few years and then returning to their home country (Hayden, 2006). Some administrators 
have been international teachers for several years and move up through management in 
international schools. However, some are appointed directly from their home country to an 
administrative position with no international teaching experience (Blanford, 2001).  
Vietnam 
The country of Vietnam offers an excellent example of a developing country that has 
embraced globalization and international schools. Globalization has meant large growth for 
Vietnam’s economy. After the doi moi economic reforms in the 1980s, Vietnam experienced fast 
GDP growth from 1993 to 2007 (Elliot, 2012; Fford, 2017). With an average annual growth of 7 
% to 8% GDP in the 1990s and 2000s, Vietnam has been one of the fastest-growing economies 
(Fan, et. al., 2017). In 2015, Vietnam also became part of the ten-member nation of the 
Association of Southeast Asian Nations (ASEAN) trade block (Bunnel, 2019). By joining 
ASEAN, Vietnam became part of an economic, political, and socio-cultural community (Bunnel, 
2019). ASEAN made it a goal to increase English levels in all its member states to increase 
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cooperation both regionally and globally (Jordan, 2014). This means that for Vietnam, 
globalization has created a small sector of local elites, a rising global middle class, and a larger 
societal belief that English is tied to economic development.  
A one-party Communist government, the Vietnamese Communist Party (VCP), has 
shaped Vietnam’s development. The political economy of the VCP is still largely unreformed 
and modeled after Soviet institutions from the late 1950s (Fforde, 2017). The VCP has the 
mechanisms to protect their authority should it be questioned but does not have the proper 
systems to regulate a free market economy. Vietnamese capitalism is driving economic change, 
but it is coming from societal forces rather than political forces. Rather than reform their 
education through political means, the VCP is allowing capitalism and societal forces to shape 
the direction of education. For-profit international schools are growing in the free market in 
Vietnam because the VCP does not have the proper systems or desire to reform their national 
education system. Still, there is high value in political connections to the VCP. Authoritarian 
regimes in developing countries experience high levels of corruption. Foreign and local 
companies that have connections to party through political or monetary means have an easier 
time opening and operating international schools in Vietnam. 
The number of international schools in Vietnam has grown from 84 in 2011 to 134 in 
2019, a 59% increase (Burnell, 2019; Watts, personal communication, December 12, 2019). The 
Vietnamese Ministry of Education (2018) enacted ‘Decree 86’ which increased the cap of local 
students attending international schools from 20% to 50%. This push by the government and the 
demand by parents has resulted in the country being flooded with international schools.  
COVID-19. This study took place during Vietnam’s struggle to contain COVID-19. The 
Vietnamese government closed all schools in the country on February 1, 2020 (Huynh, Tosun, & 
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Yilmaz, 2020). While teachers in international schools shifted their instruction to online learning, 
administrators dealt with parents demanding reductions in fees because their children learned at 
home (Tung, 2020). Starting on March 25, 2020, the government closed its borders and canceled 
all international flights. Newly hired expatriate teachers were not allowed to enter the country, 
with heads of school being the exception, deemed “foreign experts” by the Vietnamese 
government (Phong, 2020). Measures to contain the virus worked, and all schools reopened in 
May 2020 (Nguyen, 2020). However, borders were still closed, and international schools had to 
compete throughout the summer for a limited supply of expatriate teachers residing within 
Vietnam. At the start of the school year, newly hired administrators were delayed entering the 
country and had to lead their international schools remotely. When administrators were able to 
enter Vietnam, they had to undergo a two-week quarantine. These conditions undoubtedly 
caused stress for administrators, expatriate teachers, and host country national teachers, which 
may have influenced their willingness to participate in this research study. 
Sample 
 
There are 134 self-reported type A, type B, and type C international schools in Vietnam 
(Dana Watts, personal communication, December 12, 2019). These schools may or may not fit 
the definition of an international school and may have labeled themselves “international” for 
marketing reasons. A school calling itself “international” is not a marker of quality. One marker 
of quality for international schools is accreditation. An international school must meet specific 
standards to be accredited, including governance, teaching qualifications, mission and visions, 
curriculum, and student learning and well-being (Hayden, 2006). One accreditation agency is 
The Council of International Schools (CIS). This agency is the most internationally focused 
accrediting body and has robust accreditation procedures (Hayden, 2006). 
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International schools must go through a five-stage process for CIS accreditation. First, 
CIS representatives make a preliminary visit to evaluate the school and outline the requirements 
for accreditation. Second, the school takes part in a two-year self-study involving teachers, 
administrators, students, and parents. In this self-study, the school exams what standards they are 
meeting and what standards they need to meet for accreditation. The school sends the report to 
CIS for review. Third, CIS sends a team of teachers and administrators from other CIS 
accredited schools for a week-long visit to the school. This visiting team creates a report for CIS 
and makes a recommendation for accreditation. Fourth, CIS decides to accredit the international 
school based on the visiting team’s recommendation. The international school must create a five-
year action plan based on the visiting team’s recommendations. Fifth, a CIS representative visits 
one year later to see if the international school is following the five-year action plan. For the 
international to maintain accreditation, the process repeats every ten years (CIS, 2009). 
Because CIS has an international focus and a rigorous accreditation process, only CIS 
accredited international schools in Vietnam were selected (see Table 3.1 for the criteria for 
selection). Search Associates reported there are 21 international schools in Vietnam with CIS 
accreditation in 2019 (Diane Watts, personal communication, December 12, 2019). Of the 21 
international schools, only those from large cities in Vietnam were selected. According to 
Bunnel (2019), the nexus of activity for the internationalization of education has predominantly 
been in large urban areas. There are two large urban areas in Vietnam, with a total of 17 CIS 
accredited international schools. There are five CIS accredited international schools in Hanoi, 
and 12 CIS accredited international schools in Ho Chi Minh City. Only international schools 





Criteria For Selection  
Criteria Rationale Number of Study 
Sites 
Criteria One: International 
schools located in Vietnam 
Vietnam is a developing country that 
has embraced the growth of 
international schools 
134 Schoolsa 
Criteria Two: International 
Schools accredited by The 
Council of International 
Schools 
The Council of International Schools 
has a rigorous accreditation process 
which is a marker of quality for 
international schools.  
21 Schools 
Criteria Three: International 
schools in large urban areas 
The activity, growth, and investment 
for international education have 
occurred in large cities   
17 Schools 
Criteria Four: International 
schools located in Ho Chi 
Minh City, Vietnam 
Financial and time constraints limit 
the distance the researcher can travel.  
12 Schools  
Criteria Five: Type C 
International schools. 
International schools with at 
least 90%b of the student 
body from the local 
population 
The study’s context was placed in 
Type C international schools which 
were built to serve affluent students 
from the local population. The 
threshold was lowered to account for 
the children of expatriate teachers and 
to obtain an adequate sample 
3 Schools 
a. These schools represent a mix of type A traditional, type B ideological, and type C 
nontraditional international schools.  
b. This threshold was adjusted so more schools could be sampled. However, these 
schools declined taking part in the study. Ultimately one type C International school 




Of the 12 CIS accredited international schools in Ho Chi Minh City, only those with at 
least a 90% Vietnamese student population were selected. The study’s context was purposely 
placed in type C international schools that cater to students from the local population. While 
finding a school with a 100% Vietnamese student population was ideal, no schools in Ho Chi 
Minh City met the threshold. Lowering the threshold considers a percentage of the student 
population who are children of expatriate teachers and provides an adequate sample for the 
study. Lowering the threshold to 90% left the study with three international schools for the social 
network analysis. Initially, the plan was to study multiple schools in phase one, so each head of 
school from these three international schools was contacted. One head of school agreed to take 
part in the research study. To sample more schools for phase one, I lowered the threshold of the 
Vietnamese student population. The remaining heads of school either did not agree to participate 
in the study or did not respond. Of the 12 CIS accredited international schools in Ho Chi Minh 
City, 7 had new heads of school. These administrators may have been apprehensive about 
participating in a research study during their first year as head of school and dealing with the 
ramifications of COVID-19. Ultimately, one CIS accredited international school with a 90% 
Vietnamese student population located within Ho Chi Minh City was sampled for this study. As 
the researcher, I was not employed in the international school sampled during the study, and I 
never have been.  
The research site is an elementary school with 41 international teachers and two 
administrators (see table 3.2). There are 36 expatriate teachers at the international school, with 
14 being formal teacher leaders and 22 having no leadership titles or positions. There are five 
host country nationals at the international school, all with no leadership titles or positions. The 
41 international teachers teach grades pre-k through grade five (see table 3.3). The expatriates 
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teach an American curriculum based on the common core, and the host country nationals teach a 
Vietnamese curriculum mandated by Vietnam’s government. 
Table 3.2  
 
Population Demographics of the Research Site 
 
Role  Expatriates Host Country Nationals 
Administrator  2 0 
Classroom Teacher Without 
Leadership Title or Position 
22 5 
Formal Teacher Leader 14 0 
Total  38 5 
 
Table 3.3 
Distribution of International Teachers Across Grade Level 
Grade  Expatriates  Host Country Nationals  
Pre-K 9 0 
Kindergarten  3 0 
Grade 1 2 0 
Grade 2 3 0 
Grade 3 3 0 
Grade 4 2 0 
Grade 5 2 0 








Expatriate ITLs Distributed Across Grade Level 
Grade  Number of Expatriate ITLs  
Pre-K 3 
Kindergarten  2 
Grade 1 2 
Grade 2 2 
Grade 3 2 
Grade 4 2 
Grade 5 2 
Multiple Grades 3 
Total 18 
 
For phase one, expatriate teachers and host country national teachers employed at the 
research site were sampled. The response rate for the social network analysis was 100%. All 41 
international teachers employed at the research site participated.  
Identified ITLs, teachers, and administrators sampled for phase two were expatriates 
employed at the international school. The two administrators employed at the international 
school were sampled for phase two. There were 18 expatriate ITLs identified in the social 
network analysis (see table 3.4). Expatriate ITLs with the highest number of strong ties were 
prioritized for the sample in phase two. Expatriate teachers who identified expatriate ITLs were 
sampled for phase two. Interviewing expatriate teachers was necessary to formulate the questions 
for the expatriate ITL interviews. In some cases, expatriate ITLs indented others as expatriate 
ITLs. To secure interviews with expatriate ITLs with the highest number of strong ties, I 
sampled some expatriate ITLs as expatriate teachers in phase two. One expatriate ITL was 
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initially sampled for the study but was unresponsive when contacted later. In total, seven 
expatriate teachers, six expatriate ITLs, and two administrators were sampled for phase two. 
While the five host-country national teachers were sampled in phase one and all five were 
identified as ITLs, they were not sampled for interviews in phase two. Due to language 
differences, the thoughts and perceptions of host country national teachers may not have been 
accurately portrayed during the interviews and analysis. I was unable to secure an interpreter 
because of financial reasons. Therefore, only expatriates were sampled. 
Research Instruments 
 Four instruments were developed for the present study: (1) the ITL identification survey, 
(2) the expatriate teacher interview protocol, (3) the expatriate ITL interview protocol, and (4) 
the administrator interview protocol. The theory of social capital supported the selection and 
creation of research instruments. To develop the survey instrument, I modified an existing 
instrument designed by Smith et al. (2018). To develop the three interview protocols, I drew 
from the literature and modified an existing instrument designed by Hargreaves and Fullan 
(2012). The four instruments are described in greater detail in the paragraphs below.  
ITL Identification Survey 
To identify the ITLs, I developed the ITL Identification Survey (see Appendix A). I 
developed the survey using Qualtrics, an online survey software. The survey is divided into two 
sections. In the survey's first section, I developed three demographic questions. Two 
demographic questions queried participants on' grade taught and subject taught. The third 
demographic question asked participants to designate themselves as expatriates or host country 
nationals. In the survey's second section, participants were asked: To what extent do you rely on 
each of the following individuals for your professional and development? A follow-up statement 
 
78 
was added with examples of professional growth and development. Below the question and 
follow-up statement, participants were provided a roster of classroom teachers with no leadership 
titles or positions. Next to each name on the roster, participants were provided a 5-point Likert 
scale ranging from "not at all" to "to a great extent." After the participants completed the survey, 
the last page contained a thank you message and a reminder that the researcher may contact some 
participants for an interview.  
Expatriate Teacher Interview Protocol  
 To explore why expatriate teachers identified the expatriate ITLs, I designed the 
Expatriate Teacher Interview Protocol (see Appendix B). The interviews were semi-structured to 
allow myself to ask questions in any order and explore other topics that emerged. Semi-
structured interviews are the best way to understand the feelings, thoughts, and perceptions of the 
research participants (Patton, 2015). The Expatriate Teacher Interview Protocol was divided into 
four sections based on intended data collection: (1) expatriate ITLs in context, (2) building social 
capital, (3) building trust, and (4) concluding statements. The four sections are described in detail 
below. 
 Expatriate ITLs in context. For this section, I drew from the literature and modified a 
survey question from the ITL Identification Survey. The survey question of Smith et al. (2018) 
was modified to collect qualitative data on how expatriate ITLs contribute to expatriate teachers’ 
professional growth and development. I also sought to compare expatriate teachers’ definitions 
of ITLs to the literature. Expatriate teachers were queried on the specific ways expatriate ITLs 
are supportive to explore how the context may affect expatriate ITLs.  
 Building social capital. Questions were modified from an existing instrument designed 
by Hargreaves and Fullan (2012). The instrument was designed by Hargreaves and Fullan to 
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collect data on decisional capital, human capital, and social capital, collectively called 
professional capital by the researchers. Only questions on social capital were drawn from the 
Hargreaves and Fullan instrument and modified for semi-structured interviews. Through the 
interview questions, data were collected on how often expatriate teachers collaborate with 
expatriate ITLs and the effect of collaboration on student learning. Data were also collected on 
the expatriate ITLs’ effect on expatriate teachers’ instructional practice. Finally, I collected data 
on how administrators build social capital through school structures. 
 Building trust. Because Coleman (1988) and Putman (1995) argued that trust is 
necessary for building social capital, I designed two questions on trust. Data were collected on 
the administrators’ influence on trust between expatriate teachers and expatriate ITLs. Expatriate 
teachers were also queried on their thoughts and perceptions of schoolwide trust. 
Concluding statements. For this section, I used two questions designed by Clements 
(2018). Expatriate teachers were given a chance to provide more thoughts and perceptions on 
expatriate ITLs. The questions also provided the opportunity to discuss previous topics or new 











Table 3.5  
Sources for Expatriate Teacher Interview Protocol  
 
Questions  Source 
Expatriate ITLs in Contexta 
1. You selected (insert name of expatriate ITL) as 
someone you rely on for your professional growth 
and development. How do you rely on (insert name 
of expatriate ITL) at this international school?  
2. Can you provide some examples of how (insert 








Addis (2015); Anderson (2004); 
Anderson (2008); Beacher (2012); 
DeMore Palmer (2011); Fairman 
& Mackenzie (2015); Howe & 
Stubbs (2003); Lei & Cheng 
(2015); Martin (2018); Whitaker 
(1995) 
Building Social Capital 
3. How has working with (insert name of expatriate 
ITL) influenced student learning at this international 
school? 
4. How often do you collaborate with (insert name of 
expatriate ITL) on improving student learning?  
5. Does (insert name of expatriate ITL) provide you 
with feedback about your teaching practice?  
6. Does (insert name of expatriate ITL) ever share and 
try out new teaching methods to enhance student 
learning? 
7. Do you have any time built into your schedule to 
examine and improve instruction with (insert name 
of expatriate ITL)? 
8. Do your administrators provide (insert name of 
expatriate ITL) with opportunities to observe you 
teach?  
9. When your administrators schedule meetings 
between teachers, what is the focus of the meetings? 
10. Which of the administrators do you feel has 
supported (insert name of expatriate ITL)’s efforts to 
collaborate with you? 



























Table 3.5 (continued) 
Sources for Expatriate Teacher Interview Protocol 
 
Questions  Source 
Building Trust 
11. What are ways, if any, have your administrators 
helped you build trust with (insert name of 
expatriate ITL)? 
12. Do you believe there is a trusting culture at this 
international school?  
Concluding Statements 
13. Do you have any other reflections on (insert name of 
expatriate ITL)? 
14. Are there any other thoughts you would like to share 
about the topics we have covered in this interview?  







a. In the Expatriate ITLs in context section, question two derives from the General Model 




Expatriate ITL Interview Protocol  
 To gain an understanding of expatriate ITLs' thoughts and perceptions about 
administrators building social capital among expatriate teachers to foster informal teacher 
leadership, I designed the Expatriate ITL Interview Protocol (see Appendix C). The interview 
protocol has similar questions to the Expatriate Interview Protocol to gain multiple perspectives 
on the same topics. The interviews were semi-structured to allow myself to ask questions in any 
order and explore other topics that emerged. I divided the Expatriate ITL Interview Protocol into 
four sections based on intended data collection: (1) expatriate ITLs in context, (2) building social 
capital, (3) building trust, and (4) concluding statements. The four sections of the Expatriate ITL 
Interview Protocol are described in detail in the paragraphs below. 
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 Expatriate ITLs in context. For this section, I drew from the literature and modified a 
survey question from the ITL Identification Survey. The survey question of Smith et al. (2018) 
was modified to collect qualitative data on how expatriate ITLs contribute to expatriate teachers’ 
professional growth and development. I also sought to compare the expatriate ITLs’ definition of 
ITLs to the literature. The participants were queried on the specific ways they support expatriate 
teachers to explore how the context may affect expatriate ITLs. I also brought up examples given 
by the expatriate teachers in the previous interviews and asked the expatriate ITLs to provide 
their perspective on those examples. 
 Building social capital. Questions were modified from an existing instrument created by 
Hargreaves and Fullan (2012). The instrument was designed to collect data on decision capital, 
human capital, and social capital, collectively called professional capital by the researchers. Only 
questions on social capital were drawn from the Hargreaves and Fullan instrument and modified 
for semi-structured interviews. Through the interview questions, data were collected on how 
often expatriate ITLs collaborate with expatriate teachers and the effect of collaboration on 
student learning. Data were also collected on the expatriate ITLs' effect on expatriate teachers' 
instructional practice. I also collected data on administrators building social capital through 
school structures. Finally, the participants were asked to identify which administrator supported 
expatriate ITLs' efforts to collaborate with their colleagues. Those selected by the expatriate ITLs 
made up the list of participants for the administrators' interviews. 
 Building trust. Because Coleman (1988) and Putman (1995) argued that trust is 
necessary for building social capital, I designed one question on trust. Data were collected on 
administrators selected by the expatriate ITLs in the previous section. The participants were 
queried on how the selected administrators built trust between expatriate ITLs and expatriate 
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teachers. The expatriate ITLs were also queried on their thoughts and perceptions of schoolwide 
trust. 
 Concluding statements. For this section, I used two questions designed by Clements 
(2018). Expatriate ITLs identified in phase one were given a chance to provide more thoughts 
and perceptions of the selected administrator. The questions provided an opportunity to discuss 
previous topics or new topics that participants felt were significant. Table 3.3 below details the 
source of the expatriate ITL interview questions. 
Table 3.6  
Sources for Expatriate ITL Interview Protocol  
Questions  Source 
Expatriate ITLs In Contexta 
1. (Insert names of survey participant) selected you as 
someone who they rely on for their professional 
growth and development. Why do you think they 
said that? 
Smith et. al (2018) 
2. Can you provide some specific examples of how 




3. (Insert name of survey participant) brought up 
these as examples of ways you are supportive 
(provide the expatriate ITL with topics from the 
previous interview). Can you provide more 










Addis (2015); Anderson (2004); 
Anderson (2008); Beacher (2012); 
DeMore Palmer (2011); Fairman & 
Mackenzie (2015); Howe & Stubbs 
(2003); Lei & Cheng (2015); Martin 















Table 3.6 (continued) 
Sources for Expatriate ITL Interview Protocol 
 
Questions  Source 
Building Social Capital 
4. What are ways you have influenced student 
learning at this international school?  
5. How often do you collaborate with (insert name of 
survey participant) on improving student learning?  
6. Do you provide feedback on the teaching practices 
of (insert name of survey participant)? 
7. Do you ever share and try out new teaching 
methods to improve student learning? 
8. Do you have any time built into your schedule to 
examine and improve instruction with (insert name 
of survey participant)? 
9. Are you provided with opportunities to observe 
(insert name of survey participant)’s teaching? 
Hargreaves & Fullan (2012) 
10. When your administrators schedule meetings 
between teachers, what is the focus of the 
meetings? 
 
11. Which of your administrators do you feel has 
supported your efforts to collaborate with your 
colleagues?  
 
Building Trust  
12. What are ways, if any, has the (insert name of the 
identified administrator) helped you build trust 
with (insert name of survey participant)? 
13. Do you believe there is a trusting culture at this 
international school? 
 
Coleman (1988); Putman (1995) 
Concluding Statements 
14. Do you have any other reflections on (insert name 
of the identified administrator)? 
15. Are there any other thoughts you would like to 




a. In the Expatriate ITLs in context section, question two derives from the General Model 





Administrator Interview Protocol  
To gain an understanding of administrators' thoughts and perceptions about building 
social capital among expatriate teachers to foster informal teacher leadership, I designed the 
Administrator Interview Protocol (see Appendix D). The interviews were semi-structured to 
allow myself to ask questions in any order and explore other topics that emerged. The 
Administrator Interview Protocol was divided into four sections based on intended data 
collection: (1) Expatriate ITLs in context, (2) building social capital, (3) building trust, and (4) 
concluding statements. The four sections of the Administrator Interview Protocol are described 
in detail in the paragraphs below. 
Expatriate ITLs in context. For this section, I drew from the literature and modified an 
existing question from Clements (2018). I sought to compare administrators' definitions of 
informal teacher leadership to the literature. Unlike the previous interviews, I asked 
administrators directly their definition of informal teacher leadership. The participants were 
asked to comment on each of the expatriate ITLs to explore how aware administrators were of 
ITLs. Administrators were asked to provide specific examples of what the expatriate ITLs do in 
their international school. The last question also served as a way to explore how the context may 
affect expatriate ITLs. 
Building social capital. Questions were modified from an existing instrument created by 
Hargreaves and Fullan (2012). The instrument was designed by Hargreaves and Fullan to collect 
data on decisional capital, human capital, and social capital, collectively called professional 
capital by the researchers. Only questions on social capital were drawn from the Hargreaves and 
Fullan instrument and modified for semi-structured interviews. Through the interviews, data 
were collected on administrators' ability to build social capital between expatriate teachers. The 
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administrators were asked for specific ways they support collaboration between the expatriate 
ITLs and their colleagues. Administrators were also asked how identified expatriate  ITLs have 
influenced student learning at their international school. I asked if teachers were given release 
time to examine and improve instruction to explore if school structures existed to build social 
capital. To explore if all teachers were given a chance to examine and improve instruction, 
administrators were asked for more information about the teachers who were provided release 
time. 
Building trust. Because Coleman (1988) and Putman (1995) argued that trust is 
necessary for building social capital, I designed two questions on trust. Data were collected on 
the administrators’ influence on trust between expatriate teachers and expatriate ITLs. 
Administrators were also queried on ways they build a culture of trust within the international 
school.  
Concluding statements. For this section, I used two questions designed by Clements 
(2018). Administrators were given a chance to provide more thoughts and perceptions on the 
expatriate ITLs. The questions also provided the opportunity to discuss previous topics or new 










Table 3.7  
Sources for Administrator Interview Protocol  
Questions Source 
Expatriate ITLs in Contexta 
 
1. How would you define an informal teacher 





Addis (2015); Anderson (2004); 
Anderson (2008); Beacher (2012); 
DeMore Palmer (2011); Fairman & 
Mackenzie (2015); Howe & Stubbs 
(2003); Lei & Cheng (2015); Martin 
(2018); Whitaker (1995) 
2. These people (insert names of expatriate ITLs) 
were identified as ITLs in the social network 
analysis. Do any of these names surprise you? 
Why or why not?  
Clements (2018) 
3. Can you provide some specific examples of 
how (insert names of expatriate ITLs) has 
supported their colleagues? 
Addis (2015); Anderson (2004); 
Anderson (2008); Beacher (2012); 
DeMore Palmer (2011); Fairman & 
Mackenzie (2015); Howe & Stubbs 
(2003); Lei & Cheng (2015); Martin 
(2018); Whitaker (1995) 
Building Social Capital  
4. (Insert name(s) of expatriate ITL who selected 
this administrator for an interview) felt you 
support her/his/their efforts to collaborate with 
her/his/their colleagues. What have you done to 
make her/him/them say that? 
Hargreaves & Fullan (2012) 
5. How has (Insert name(s) of expatriate ITL who 
selected this administrator for an interview) 
influenced student learning at this international 
school?  
 
6. Do you create time for teachers in their 
schedules to examine and improve instruction?  
7. If so, do they have a specific role in the school 













Table 3.7 (continued) 




8. What are ways have you helped build a trusting 
culture within this international school? 
9. What are ways that you helped build trust 
between (Insert name(s)of expatriate ITL who 
selected this administrator for an interview) 
and her/his/their colleagues? 
 
Coleman (1988); Putman (1995) 
Concluding Statements  
10. Do you have any other reflections on (Insert 
name(s) of expatriate ITL who selected this 
administrator for an interview)?  
11. Are there any other thoughts you would like to 




a. In the Expatriate ITLs in context section, question one and three derive from the General 
Model for Informal Teacher Leaders. Please see Chapter 2, page 50, Table 2.1 for more 
information.  
 
Data Collection and Analysis  
 Data collection and analysis occurred in two sequential phases. In phase one, I focused on 
collecting and then analyzing the quantitative data and documents from the research site. In 
phase two, I focused on collecting and then analyzing the qualitative data at the research site. 
The theory of social capital was the lens used in the analysis of the data. These phases are 
described in detail below.  
Phase One  
I collected quantitative data for social network analysis at the research site in phase one. 
To provide more context during the social network analysis, documents were collected from the 
research site. Based on the data analysis, I identified ITLs, identified subgroups, compared 
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subgroups within each social network, and compared network density among expatriate teachers 
and host country nationals. In phase one, participants were the teaching staff, which includes the 
expatriate teachers and host country national teachers.  
Data collection. A recruitment email was sent to the Head of School at the research site 
in Fall 2020 detailing the purpose of the study and the process of data collection. When the Head 
of School agreed, I requested a list of classroom teachers who had no leadership titles or 
positions to populate the teacher roster on the ITL Identification Survey.  A high response rate 
was critical to analyze each international school’s social network. Ideally, researchers should 
collect responses from all members of a social network (Avila de Lima, 2010). While a 100% 
response rate was ideal, Nardi (2003) claimed that a response rate above 80% is hard to achieve. 
Nardi argued that increasing the response rate requires a researcher to be face-to-face with 
participants when delivering a survey.  
A time was scheduled to deliver the survey during a faculty meeting at each of the 
international school. I chose to deliver the survey during a faculty meeting to explain the purpose 
and process of the study to the teaching staff and administrators. After the explanation, the Head 
of School sent an email to the teaching staff with the link to the survey. While completing the 
survey, the participants were able to ask any clarifying questions. The survey took approximately 
ten minutes for the participants to complete.  
Data analysis. The survey data and documents from the international school were 
analyzed. The ITL Identification Survey data were input into a valued matrix within UCInet, 
social network analysis software, to identify the ITLs, identify and compare subgroups, and 
compare network density. The names of those who completed the ITL Identification Survey were 
input into rows, and the names of those on the teacher roster were input into the columns. When 
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names intersected in the valued matrix, numbers ranging from ‘0’ to ‘4’ were input into the 
boxes. These numbers correspond to the Likert scale selection from the ITL Identification 
Survey. Documents from the research site were used to supplement missing demographic data 
from the survey. The demographic data of subject, grade, and role were numerically coded and 
entered into a spreadsheet within UCInet.  
ITLs were identified at the research site based on two criteria, degree centrality and the 
central tendency of ties. Degree centrality is the proportion of possible ties directed toward a 
node by those that are realized (Atteberry & Bryk, 2010). Degree centrality was interpreted as an 
individual's social capital, "in which a node's position is a source of opportunity and advantage" 
(Borgatti, Everett, & Johnson, 2013, p. 164). Any teacher's node with a degree centrality of '2' or 
above met the first criteria as an ITL, a criterion set by Spillane, Healey, and Kim (2010) in a 
similar study. For the second criterion, I analyzed the strength of the ties directed at each 
teacher's node. Using the valued data from the Likert scale in the ITL Identification Survey, a 
tie's strength ranged from '0' to '4'. I considered '0' to be absent ties, '1' and '2' to be weak ties, '3' 
and '4' to be strong ties. From a social capital perspective, "stronger ties can be counted on for 
providing help" (Borgatti, Everett, & Johnson, p. 272). Teacher nodes with a tie strength of '3' or 
above met the second criteria as an ITL. The teachers' nodes were ranked based on degree 
centrality and strength of ties using UCInet. Teachers who met both criteria were identified as 
ITLs at the research site.  
To detect if subgroups exist in the social network, I performed the Girvan-Newman 
algorithm in UCInet. The algorithm calculates the betweenness centrality of the ties and finds the 
ties with the highest scores. The highest scores are removed, and the betweenness centrality of 
the ties are calculated again. The algorithm repeats the process until cohesive subgroups form 
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within the social network (Borgatti, Everett, & Johnson, 2013). The number of cohesive 
subgroups was set at two to test the hypothesis that stratification exists between expatriate 
teachers and host country national teachers. The demographic data were overlaid onto the social 
network to analyze if the subgroups have network homophily. 
I calculated the density of the expatriate teachers and host country national teachers with 
the social network. Density is the number of ties divided by the number of possible ties (Borgatti, 
Everett, & Johnson, 2013). I interpreted density as a measure of interactions between 
international teachers within the social network. The interpretation derives from the Borgetti, 
Everett, and Johnson’s definition of density with each tie representing an interaction between 
international teachers. The international school was selected for further analysis in phase two of 
the study. 
Phase Two  
 In phase two, qualitative data were collected through semi-structured interviews at one 
research site. I collected qualitative data to analyze the thoughts and perceptions of expatriate 
teachers, expatriate ITLs, and administrators. Thoughts and perceptions were interpreted by 
generating codes, categories, and then themes.  
Data collection. The expatriate ITLs identified through the social network analysis were 
emailed to ask for their participation in the study. The expatriate ITLs’ participation needed to be 
confirmed before sharing their names with expatriate teachers. Following each confirmation, I 
emailed expatriate teachers who selected expatriate ITLs in the ITL Identification Survey. Each 
expatriate teacher agreed to a one-hour, one-on-one semi-structured interview. The interviews 
were conducted using Zoom, video conferencing software, based on convenience for the 
expatriate teachers. The interviews were digitally recorded and uploaded into Zoom’s server 
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which provided an online transcription of the interviews. After the interviews were transcribed, I 
uploaded the interview text files into Dedoose, an online qualitative research software. 
Following the interviews with expatriate teachers, expatriate ITLs were emailed to 
schedule interviews. Each expatriate ITL agreed to a one-hour one-on-one, semi-structured 
interview. The interviews were conducted using Zoom based on convenience for the expatriate 
ITLs. The interviews were digitally recorded and uploaded onto Zoom’s server for transcription. 
After the interviews were transcribed, I uploaded the interview text files into Dedoose.  
I emailed administrators to schedule interviews. Each administrator agreed to a one-hour, 
one-on-one semi-structured interview. The interviews were conducted using Zoom based on 
convenience for the administrators. The interviews were digitally recorded and uploaded onto 
Zoom’s server for transcription. After the interviews were transcribed, I uploaded the interview 
text files into Dedoose. Once I uploaded all the interviews into Dedoose, I began the analysis of 
all the interviews. 
Data analysis. I coded the expatriate teacher interviews, expatriate ITL interviews, and 
administrator interviews through two cycles in Dedoose. The data analysis was guided by the 
work of Saldaña (2009). Provisional codes were generated based on social capital theory, this 
study’s theoretical framework, (see Table 3.6) and the literature (see Table 3.7). These 
provisional codes were placed in the inventory of labels before the interview analysis. In the first 
cycle of coding, I utilized descriptive coding and in vivo coding. For the descriptive coding, I 
assigned labels to short phrases that the participants said in the interviews, providing an 
inventory of labels. When appropriate, I used in vivo coding in which the participants' actual 
words and phrases are used as codes. These in vivo codes also went into the inventory of labels. 
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In the second cycle of coding, I conducted focused coding. In this cycle, I searched for the most 
frequent codes in the first cycle to develop categories, providing an inventory of categories. 
After analyzing the interviews at the research site, I themed the data. The categories 
generated from the interviews were organized into themes. According to Saldaña (2009), basic 
categorization is often an initial tactic for qualitative researchers when themeing data. When 
appropriate, I used statements taken directly from the research participants' own language that 
summarized major ideas, called in vivo themes.  
The thematic analysis of the interviews was emailed to all the phase two participants. The 
participants were given the opportunity to confirm or refute any of the claims made in the 
analysis. I scheduled a time for the participants to share their thoughts about the analysis if 
participants had further questions or comments. 
Table 3.8 
Provisional codes from the Theoretical Framework 
Provisional Codes Source 
Giving time; Number of ties; Recognition; 
Strengthening connections   
Bourdieu (1986) 
Adding connections Bourdieu (1986); Putman (1995) 
Collective interest  Coleman (1988) 
Building trust; Norms Coleman (1988); Putman (1995) 








Provisional codes from the Literature  
Provisional Codes   Source     
Colleagues consider ITLs leaders Addis (2015); Anderson (2004); Anderson 
(2008); Lai Cheng (2015); Penuel et al. 
(2010) 
Teachers lack time Akert & Martin (2012); Brooks et al. (2004); 
Gigante & Firestone (2008); Rutherford 
(2006); Weiner (2011) 
Influence colleagues; Influence administrators; 
Teaching expertise 
Anderson (2008); Emira (2010); Ghamrawi 
(2010); Lovelace (2019) 
Collaborating; Sharing ideas; Sharing resources Anderson (2008); Emira (2010); Muijs & 
Harris (2006); Lai & Cheng (2015); Von 
Dohlen & Karvonen (2018) 
Teacher efficacy  
 
Angelle & Teague (2014); Derrington & 
Angelle (2013) 
Improve teachers’ practice Angelle & Teague (2014); Fairman & 
Mackenzie (2015); Supovitz (2018) 
School-wide process Beachum & Dentith (2004); Muijs & Harris, 
(2007); Riveros et al. (2013) 
Teachers lack confidence; Teachers lack skills Blackman (2010); Birky, et al. (2006); Borko 
et al. (2014); Muijs & Harris (2007) 
Restrictive climate Brosky (2009); Goldstein, (2003); Kilinc 
(2014); Pruitt (2008) 
Participatory decision making Emira (2010); Rutherford (2006) 
Teacher groups Howe & Stubbs (2003); Lei & Cheng (2015); 
Wenner & Campbell (2018) 
Improve student learning Hunzicker (2013); Nolan & Palazzo (2011) 
Instructional leader   Katzenmeyer & Moller, 2009; Lee, et al. 
(2012)  





Data Quality   
 
Data quality standards were ensured during the design, collection, and analysis processes. 
To ensure quality for the quantitative data, I used a valid and reliable instrument designed by 
Smith et al. (2018). To ensure quality for the qualitative data, I followed four strategies for data 
trustworthiness outlined by Shenton (2004). The steps taken to ensure quality standards for the 
quantitative and qualitative data are described in detail below.  
Validity 
For the quantitative data, validity was achieved by linking the content of the survey 
directly to the teacher leadership literature. Activities for ITLs listed in the survey instrument 
correspond with activities found in the literature. The activities listed include discussing 
instructional strategies (Angelle & Teague, 2014; Fairman & Mackenzie), sharing ideas and 
resources (Anderson, 2008; Lovelace, 2018), and discussing student difficulties with content 
(Hunzicker, 2013; Nolan & Palazzo, 2011).  
Reliability    
 For the quantitative data, reliability was achieved by testing for internal consistency. 
Individuals with similar attributes tend to have higher tie strengths in a social network (Borgatti, 
Everett, & Johnson, 2013). The numerically coded demographics data were compared with the 
Likert scale selection in the ITL Identification Survey. The two datasets were input into SPSS and 
compared using Cronbach’s 𝛼. Performing the Cronbach’s 𝛼test results in a number between ‘0’ 
and ‘1.’ I considered a score of ‘0.7’ or higher to be an acceptable reliability score (Haele & 




 Two steps were taken to ensure the qualitative data were credible. First, the data were 
triangulated by using the ITL identification data, interview data, and researcher notes to 
strengthen findings (Merriam, 1998; Yin, 2017). Second, member checks were utilized after the 
data analysis for participants to refute or support the research findings (Merriam, 1998; Yin, 
2017). These two steps are described in the paragraphs below.  
Triangulation. Data sources were triangulated starting with the research design by 
converging the line of inquiry. When designing the Expatriate Teacher Interview Protocol, 
Expatriate ITL Interview Protocol, and Administrator Interview Protocol, I purposely wrote the 
same types of questions for each interview protocol. Similar questions were asked to expatriate 
teachers, expatriate ITLs, and administrators to gain multiple perspectives on the same concepts. 
When expatriate teachers, expatriate ITLs, and administrators held similar perspectives on the 
same concepts, I was able to converge the evidence. In the memos, I converged the evidence by 
placing similar data sources together to form concepts. Each data source was from the expatiate 
teacher interview data, the expatriate ITL interview data, the administrator interview data, the 
ITL identification data, or the researcher notes. A concept needed at least three data sources for 
triangulation. The researcher generated memos are found in the case study database. 
Member checks. Each research participant was emailed a copy of the research findings. 
The participants commented on the document, either confirming, refuting, or adjusting the 
findings. When the participants emailed the document back, a reply was sent with a message of 
thanks and the researcher's contact information. Participants were encouraged to contact me if 




 For a study to be dependable, the process for the study must be described in detail for any 
future researchers to replicate the study (Korstjens & Moser, 2018; Merriam, 1998; Shenton, 
2004). To do this, an audit trail was created to ensure dependability. The audit trail included 
memos made during the research process and reflective thoughts I had while collecting and 
analyzing the data. The memos and raw data were uploaded into the case study database. The 
process for data collection and analysis is also outlined in this chapter which future researchers 
can follow.  
Transferability  
 A full description of contextual factors is necessary for transferability (Shenton, 2004). In 
this chapter, in-depth information was provided for type C international schools and Vietnam. 
Also, the use of thick descriptions of the contemporary phenomenon within its context provides 
readers a “proper understanding” and enables readers to “to compare the instances of the 
phenomenon described in the research report with those that they have seen emerge in their 
situations” (p. 70). In this chapter, thick descriptions derive from expatriate teachers, expatriate 
ITLs, and administrators' thoughts and perceptions on building social capital to foster informal 
teacher leadership in a type C international school context.  
Confirmability  
 In the case study database, a record was kept of all data collected. During the data 
collection process, I placed the researcher generated memos and transcribed interviews in the 
case study database. During data analysis, I developed the codebook in the case study database, 
and whenever possible, used quotes as codes from interview participants. Finally, I created a 
chain of evidence. The findings were linked to umbrella question and research questions, and the 
data’s location was referenced in the case study database.  
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To ensure data collected from host country nationals was accurate, participants were 
provided the option to change the language of the ITL Identification Survey from English to 
Vietnamese. All study documents in phase one were provided in both English and Vietnamese 
(i.e., cover letter, directions, question, and follow-up statement). To confirm the accuracy of the 
translation, two native Vietnamese educators completed the ITL Identification Survey and 
provided feedback. From this feedback, I altered the cover letter and clarified the question. The 
survey was tested again with two different native Vietnamese educators. Based on the feedback, 
I was confident the translation was accurate.  
Researcher Role  
 
 At the time of this study, it was the researcher's tenth year as a teacher in an international 
school. I began as a classroom teacher only but gradually took on more responsibilities. 
Eventually, colleagues recognized me as an ITL. Currently, I am an FTL and a classroom teacher 
at an international school in Vietnam. However, I am not employed the international school 
sampled for this study, and I never have been. As a curriculum coordinator at my international 
school, it is my responsibility to hold meetings, align the curriculum, and meet with the principal 
to discuss matters related to the curriculum. The researcher's background and experiences 
influenced the decision to study teacher leadership in international schools.  
Given the researcher's background, it was crucial not to let these experiences influence 
the way data were gathered and analyzed. With a social constructivist stance, I recognized that 
multiple perspectives exist at the research site. Each perspective was just as valid as the next, and 
it was the researcher's job to portray the participants' perspectives at international schools 
accurately. I remained objective while at the same time, recognizing that the participants' 





The current study has four main limitations. First, by nature, interviews are culturally 
biased. In phase two, I only interviewed expatriate teachers and did not interview host country 
national teachers. As such, the thoughts and perceptions of the contemporary phenomenon only 
represent certain cultures. People from various cultures work in international schools, so the 
findings may not apply to teachers from all cultures. An important cultural perspective missing 
from this study is host country nationals, as they share the same culture as the local student 
population. Due to language differences, I could not capture host country nationals’ perceptions 
of the contemporary phenomenon. 
A second limitation is funding. I could not secure funds to travel to other cities in 
Vietnam nor hire an interpreter for interviews with host country nationals. The study does not 
represent a broad range of experiences in building social capital to foster informal teacher 
leadership. Findings from the study may not apply to all type C international schools in Vietnam.  
A third limitation is the method for identifying ITLs. The survey may not have captured 
all the ITLs at the international schools. Participants self-reported whom they rely on for 
professional growth and development and may not have remembered every ITL while 
completing the survey. I could not verify if other ITLs impacted survey participants' professional 
growth and development. Observations would have been necessary to remove the limitation. 
Collecting observational data on interactions among all teachers throughout the day was 
logistically impossible. A researcher's presence could also prevent participants from naturally 
engaging in informal leadership activities. 
A final limitation is the timing of the study. During data collection in Spring 2021, 
participants were dealing with repercussions of the pandemic in Vietnam. Starting in January 
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2020, all schools in Vietnam were shut down for 14 weeks to prevent the spread of the virus. 
During that period, international schools shifted to online instruction. Administrators, teachers, 
and students were confined to their homes. All schools in Vietnam reopened in May 2020 with 
social distancing measures in place for the remainder of the school year. While all schools in 
Vietnam returned to normal operations in August 2020, experiences during the pandemic may 
have influenced participants’ thoughts and perceptions of the contemporary phenomenon. The 
timing of the data collection limits the transferability of the findings. 
Chapter Summary 
In this chapter, the research design was described. An exploratory sequential embedded 
single site case study design was conducted to answer the umbrella research question: How do 
administrators build social capital among expatriate teachers to foster informal teacher 
leadership in type C international schools? The chapter began with an overview of the study's 
context, followed by an overview of the research design, the population, and the sample criteria.  
 Quantitative data were collected and analyzed at the research site in phase one, and 
qualitative data were collected and analyzed at the research site in phase two. The data quality, 
researcher's role in the study, and the study's limitations concluded the chapter. In the next 
chapter, the three international schools' social networks are reviewed. Findings from the 








Chapter 4: Findings 
 
 
In this chapter, findings from this single-site case study are presented and framed around 
the umbrella question and three research questions. The umbrella question for this study was: 
How do administrators build social capital among expatriate teachers to foster informal teacher 
leadership in type C international schools? The three research questions were: 
1. How does the context of type C international schools influence expatriate ITLs? 
2. How do administrators build trust among expatriate teachers to foster informal 
teacher leadership in type C international schools?  
3. How do the social networks of expatriate teachers compare to those of host 
country national teachers?  
In the first section of this chapter, results from phase one's social network analysis (SNA) 
are presented. The results include the identified ITLs, network density, and identified subgroups. 
In the second section of this chapter, findings from phase two are presented in a narrative form 
based on themes derived from the analysis of the interview data. When presenting the study's 
findings, pseudonyms are used in place of the participants' real names. 
Phase One Findings  
The presentation of phase one findings is guided by the research question: How do the 
social networks of expatriate teachers compare to those of host country national teachers? One 
aim of the research question was to explore if structures and culture used to build social capital 
among expatriate may also be building social capital among host country nationals and 
expatriates. This section begins with a discussion of the whole network and then subgroups 
within the network. Within the discussion on subgroups is the hypothesis that satisfaction exists 
between expatriate teachers and host country national teachers.  
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The Social Network  
A valued matrix was produced after entering the ITL Identification Survey responses into 
UCInet. This produced a social network for the entire teaching staff (see Figure 4.1). There are 
five host country nationals and thirty-six expatriates in the network, and each is depicted as a 
node. See Table 4.1 and Figure 4.2 for a chart and social network depicting the teachers 
categorized by their roles. The number of arrows directed at each node indicates the number of 
teachers who rely on that node for professional growth and development. Expatriate nodes are 
concentrated in the middle of the network due to having the greatest number of ties. Host country 
national nodes are on the network’s periphery due to having the least number of ties.  
Figure 4.1 
 









Teachers According to their Role 
 
Expatriates  Host Country Nationals  
Alison, Analyn, Andrew, Angelica, Ashly, Conor, Darna, 
Ella, Erika, Fatima, Floribeth, George, Isabella, Jacob, 
Jason, John, Joshua, Joselito, Lana, Lily, Lisa, Lucy, 
Madison, Maria, Mark, Mia, Michelle, Natalie, Nora, 
Renaldo, Reyna, Shannon, Sophia, Tala, Victoria, Xiao 
Yu 




 Social Network Based on Roles 
 
 
• Expatriates  
• Host Country Nationals 
 
In most instances, nodes without directed arrows are formal teacher leaders (FTLs). 
Meaning, FTLs could not be selected in the survey but could identify whom they rely on for 
professional growth and development. Because of this, many FTLs are on the network’s 
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periphery unless they happened to select a large number of teachers in the survey. No host 
country nationals are FTLs. Only expatriate teachers have formal leadership titles or positions. 
See Table 4.2 and Figure 4.3 for teachers categorized based on leadership titles and positions.  
Table 4.2 
Teachers Based on Leadership Titles and Positions 
 
Formal Teacher Leaders Teachers without formal leadership titles or positions  
Ella, Erika, George, Jason, John, 
Joselito, Lisa, Lucy, Maria, Mark, 
Michelle, Nora, Sophia, Tala  
Alison, Analyn, Andrew, Angelica, Ashly, Conor, Darna, 
Fatima, Floribeth, Hoa*, Isabella, Jacob, Joshua, Lana, 
Lily, Madison, Mia, Natalie, Ngoc*, Renaldo, Reyna, 
Shannon, Tien*, Tuyen*, Victoria, Vinh*, Xiao Yu   
* Host Country National Teachers 
 
Figure 4.3  
 
Social Network Based on Leadership Titles and Positions 
 
• Formal Teacher Leaders 
• Teachers with no leadership title or position 
 
The nodes’ size was adjusted in UCInet to reflect each teachers’ level of in-degree 
centrality (see Figure 4.4). Each node’s overall in-degree centrality was calculated by binarizing 
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the valued matrix data. UCInet did not consider whether a node had strong or weak ties, only 
those ties were present when calculating in-degree centrality. To identify ITLs in the network, I 
ignored weak ties and recalculated each teachers’ in-degree centrality based on strong ties (≥ 3). 
Based on this recalculation, teachers with an in-degree centrality level of ≥ 2 are identified ITLs 
and listed in Table 4.3, along with teachers who selected the identified ITLs. There are five host 
country national ITLs and eighteen expatriate ITLs. Host country national teachers 
overwhelmingly selected the host country national ITLs. Only two expatriate teachers chose host 
country national ITLs. Expatriate teachers overwhelmingly selected the expatriate ITLs. Only 
two host country national teachers chose expatriate ITLs.  
With a density of .21, the number of interactions among international teachers within the 
network appears low (see Table 4.4). However, density is best discussed comparatively 
(Borgatti, Everett, & Johnson, 2013). As such, the density increases when teachers are examined 
according to their roles within the school. Among expatriate teachers, the density is .23, a slight 
increase compared to the overall network density. Among host country national teachers, the 
density is .50. The greater density may mean that host country nationals seek out each other for 
professional growth and development but do not seek expatriate teachers for help.  
Table 4.3  
 
Identified ITLs and Teachers who Selected them  
 
In-Degree Centralitya  Identified 
ITLs 
Teachers Indicating Strong Ties With Identified ITLs 
8 Natalie Alison, Ashly, Conor, Ella, George, Jacob, John, Maria  
6 Jacob Andrew, Conor, Ella, George, Maria, Natalie 
6 Lily Alison, Conor, Ella, George, Ngoc*, Victoria 




Table 4.3 (continued) 
 
Identified ITLs and Teachers who Selected them  
 
In-Degree Centralitya  Identified 
ITLs 
Teachers Indicating Strong Ties With Identified ITLs 
5 Ashly Conor, Ella, George, Maria, Natalie 
5 Conor Ella, George, Joselito, Mia, Shannon 
5 Darna Erika, Fatima, Renaldo, Tala, Victoria 
5 Madison Ella, Mark, Jason, Mia, Nora 
5 Lana  Alison, Ella, Joshua, Mia, Renaldo 
4 Alison Ella, Lana, Renaldo, Vinh* 
4 Joshua Conor, Ella, George, Maria 
4 Shannon Andrew, Ella, John, Mia  
4 Vinh* Alison, Ella, Hoa*, Tuyen* 
3 Analyn Ella, Isabella, Maria,  
3 Isabella Analyn, Ella, Maria 
3 Mia Conor, Ella, Shannon 
3 Tuyen* Hoa*, Tien*, Vinh* 
3 Victoria Fatima, Jacob, Renaldo 
2 Hoa* Tuyen*, Vinh* 
2 Ngoc* Alison, Ella 
2 Renaldo Alison, Fatima 
2 Tien* Tuyen*, Vinh* 
2 Xiao Yu Ella, Vinh* 
a. In-degree centrality levels when considering strong ties (≥ 3) only. 













Density of Network and Roles 
 
Whole Network  Expatriate Teachers Host Country National Teachers 
.21 .23 .50 
 
By Grade Level 
 Attribute data from the ITL Identification Survey were entered into UCInet to produce a 
network diagram with nodes colored based on each teacher's grade level (see Figure 4.5). Some 
participants did not select which grave level they taught, so to supplement missing survey data, I 
also used documents from the research site. The smallest set of nodes come from teachers in 
grades one, four, and five, with two expatriate teachers at each grade level. Meaning, if these 
teachers need help with their grade level, there is only one other teacher whom they can rely on 
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for professional growth and development. Each grade level has a 1.00 density, implying that 
teachers frequently seek out the other member of their grade level for help. Also, the smallest 
possible group has the largest possible density correlating with Borgatti, Everett, & Johnson 's 
(2013) claim that small groups tend to have large densities. Having a density of 1.00 also 
connects with the concept of network homophily, that nodes with similar characters tend to have 
ties within a social network. One would expect that teachers at same grade level have a high 
number of interactions due to teaching the same subjects and same age students.  
Figure 4.5 
 






• Grade One 
• Grade Two 
• Grade Three 
• Grade Four 
• Grade Five 




However, homophily did not occur among other grade levels. One reason being that 
FTLs teach within these grades and could not be selected within the survey because they have 
formal titles or positions, thus skewing density levels downward. In grade two, the group of three 
expatriates has the highest possible density of .67, with John, an FTL, being impossible to select 
in the survey by Andrew and Shannon. The grade level of kindergarten and grade two also 
comprise three expatriates, with one being an FTL. However, with a .33 density among 
kindergarten teachers and .50 among grade two teachers, homophily did not occur.  
Expatriates teaching multiple grades tended to rely on a higher number of people for 
professional growth and development than host country nationals teaching multiple grades. 
When a teacher selects the name of another person as someone they rely on for professional 
growth and development, this is visualized as an outward tie within the social network and is 
measured as out-degree centrality. Among all teachers, eight expatriates represent the top 20% 
for out-degree centrality, and five of those eight expatriates teach multiple grades, suggesting 
that teaching multiple grades allows expatriates to have more interactions with teachers. 
Expatriates who teach multiple grades, are often FTLs who require collaboration across grade 
levels. Exceptions among expatriates are Alison, Lana, and Xiao Yu, who teach Music, Art, and 
Mandarin, respectively. However, high levels of out-degree centrality did not occur among host 
country national teachers, who all teach multiple grades. Host country nationals may have the 
same opportunities for interactions but have a below-average level of out-degree centrality. 
Meaning, host country nationals do not seek out expatriate teachers for professional growth and 
development despite having ample opportunities.  
 Those teaching multiple grades had the lowest density of .15, meaning there are very few 
interactions among this group of teachers. Considering the group contains elective subjects, the 
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most FTLs, host country nationals, and teachers working across numerous grade levels 
simultaneously, it is no surprise that the least alike group has the lowest density. Density is also 
affected by the number of nodes within a network, and multiple grades represent the largest 
group of teachers (Borgatti, Everett, & Johnson, 2013). Examining the subgroups identified in 
UCInet may provide an accurate picture of where connections are concentrated within the social 
network.  
Table 4.5  
Grade Level Membership and Density  
 
Grade Level  Teachers Density  
Pre-K Angelica, Darna, Erika, Fatima, Floribeth, Tala, Victoria, 
Renaldo, Reyna   
.56 
Kindergarten Analyn, Isabella, Nora .33 
Grade 1 Madison, Mia 1.0 
Grade 2 Andrew, John, Shannon .67 
Grade 3 Conor, George, Lily .50 
Grade 4 Jacob, Natalie  1.0 
Grade 5 Ashly, Joshua  1.0 
Multiple Grades Alison, Ella, Hoa*, Jason, Joselito, Lana, Lisa, Lucy, Maria, 
Mark, Michelle, Ngoc*, Sophia, Tien*, Tuyen*, Vinh*, Xiao Yu 
.15 
* Host Country National Teachers 
  
Identified Subgroups  
The Girven-Newman algorithm was used in UCInet to detect subgroups. I set the 
threshold at two subgroups to test the hypothesis that stratification exists between expatriates and 
host country nationals. Additional documents were provided from the research site to give 
context for members of these subgroups.  
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Setting a threshold for subgroups at two produced a SNA image with nodes colored 
corresponding to teacher subgroups (see Figure 4.6). The SNA image was compared to the 
teachers’ role within the school. Host country nationals are not contained within their own 
subgroup, so the hypothesis that stratification exists between expatriate teachers and host country 
national teachers was incorrect. One host country national is a member of subgroup one 
comprising twenty-five expatriates. The other four host country nationals are members of 
subgroup two, comprising eleven expatriates (see Table 4.6). 
While a threshold of two did not indicate stratification between host country nationals 
and expatriates, another variable caused satisfaction between teachers. Subgroup one mainly 
comprises teachers from Australia, Canada, Europe, and the United States. Subgroup two mainly 
includes teachers from China, India, the Philippines, and Vietnam (host country nationals). With 
Western teachers dominating subgroup one, and Asian teachers dominating subgroup two, the 
results suggest that stratification occurred based on cultural similarities. The SNA does suggest 
that few, if any, interactions occur among Western expatriate teachers and host country nationals. 
Host country nationals are off to the side in the social network and are mainly interacting with 
the Filipino staff.  
While the subgroups contain similar cultures, members do not have the same number of 
interactions. Subgroup one has a density of .29, and subgroup two has a density of .17. The 
density levels suggest that Western teachers have higher amounts of interactions within their 
social networks than Asian teachers. The structures and culture at the international school 
encourage interactions among the Western expatriate teachers, but do not encourage interactions 
among Western expatriates and host country nationals. 
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Stratification only emerged between host country nationals and expatriate teachers when 
the subgroup threshold was set at three in UCInet (see Figure 4.7). The new threshold resulted in 
no change of membership and density for subgroup one. The subgroup still contains the same 
teachers from Australia, Canada, Europe, and the United States, and a .29 density. No change in 
density or membership in subgroup one when changing the threshold suggests little, if any, 
stratification among Western teachers. Stratification occurs between Asian teachers. Subgroup 
two mainly comprises teachers from the Philippines. Subgroup three mainly includes teachers 
from Vietnam, the host country nationals. However, subgroup two and subgroup three's density 
increased by .59 and .50, respectively (see Table 4.7).  
Figure 4.6  
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Subgroups with a Threshold of Two 
Subgroup One Density Subgroup Two Density 
Alison, Analyn, Andrew, Ashly, Conor, 
Isabella, Jacob, Jason, John, Joshua, 
Joselito, Lana, Lily, Lisa, Lucy, 
Madison, Maria, Mark, Mia, Michelle, 
Natalie, Ngoc*, Nora, Shannon, Sophia, 
Victoria 
.29 Angelica, Darna, Ella, 
Erika, Fatima, Floribeth, 
George, Hoa*, Renaldo, 
Reyna, Tala, Tien*, Tuyen*, 
Vinh*, Xiao Yu 
.17 
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Subgroups with a Threshold of Three  
 
Subgroup One Density Subgroup Two Density  Subgroup Three Density 
Alison, Analyn, Andrew, 
Ashly, Conor, Isabella, 
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Lily, Lisa, Lucy, 
Madison, Maria, Mark, 
Mia, Michelle, Natalie, 
Ngoc*, Nora, Shannon, 
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Phase Two Findings 
Phase one’s main objective was identifying expatriate ITLs for further analysis in phase 
two. The social network analysis in phase one provided the sample of participants for phase two. 
Please refer to table 4.3 for a list of expatriate ITLs and expatriate teachers sampled. The 
presentation of phase two findings is guided by the umbrella question: How do administrators 
build social capital among expatriate teachers to foster informal teacher leadership in type C 
international schools? Two other research questions guided this phase: (1) How do 
administrators build trust among expatriate teachers to foster informal teacher leadership in 
type C international schools? and (2) How does the context of type C international schools 
influence expatriate ITLs? The themes derived from interviews with seven expatriate teachers, 
six expatriate ITLs, and two administrators, for a total of fifteen interviews. The findings are 
presented in narrative form and organized around the umbrella question and research questions. 
Building Social Capital to Foster Informal Teacher Leadership 
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The first question’s purpose was to explore how administrators build social capital among 
expatriate teachers to foster informal teacher leadership in type C international schools. The 
study’s theoretical framework reflects in the names of the themes. Based on the qualitative 
analysis from the fifteen interviews, three themes emerged: (1) administrators created 
connections, (2) administrators created time to connect, and (3) expatriate ITLs influenced 
connections within groups. In the following section, examples are provided from interviews with 
expatriate teachers, expatriate ITLs, and administrators to support these themes.   
Administrators Created Connections  
 Administrators at the Vietnam International School were knowledgeable of their 
expatriate ITLs’ skills and expertise. Administrators praised expatriate ITLs, which built 
confidence. Administrators also encouraged expatriate teachers to seek out expatriate ITLs to 
learn from them. By encouraging expatriate teachers to seek out these expatriate ITLs, 
administrators created connections in the social networks of expatriate ITLs. Confidence and 
connections empowered expatriate ITLs to support other expatriate teachers.  
 Both the Head of School, Ralph, and the Deputy Head of School, Rosemary, were aware 
of their expatriate ITLs' knowledge and skills. These administrators' answers about these 
individuals matched those in the expatriate teacher and expatriate ITL interviews. Madison, an 
expatriate ITL, was an expert in metacognition. She did a metacognition fellowship sponsored by 
the international school. Two other expatriate ITLs, Natalie and Darna, were knowledgeable in 
language and behavior interventions, respectively. For these two expatriate ITLs, administrators 
gave information beyond the other interviews and cited Natalie's degree in linguistics and 
Darna's degree in occupational therapy. Lily, another expatriate ITL, was an expert in phonics 
and chunk spelling; she was also knowledgeable in the U.N. Sustainable Development Goals. 
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Lana, another expatriate ITL, developed a choice-based curriculum which she learned through a 
school-sponsored conference.  
Administrators recognized and praised the skillset of the expatriate ITLs in this study. 
Ralph, the Head of School, said it was his job to "encourage passion and grow that enthusiasm" 
because he wanted "people motivated, engaged, and excited in what they're doing." Rosemary, 
the Deputy Head of School, discovered teachers' skills and expertise through classroom 
observations. She put this information in her weekly notices to staff, writing "shout outs" to 
teachers with messages such as "thanks for letting me watch your math class; that was really 
amazing." Rosemary encouraged expatriate ITLs with statements like, "You're a rockstar. You're 
amazing." Rosemary also encouraged expatriate teachers to observe expatriate ITLs. Lily, an 
expatriate ITL, brought this up in her interview: 
Not only did they praise my efforts, but they made me an example for other 
teachers and asked other teachers to come watch me, and you know they really 
tried to make me feel good about myself and good about my practice. 
 
 
In this study, administrators discussed creating connections by sharing expatriate ITLs 
skills with other expatriate teachers. Rosemary, the Deputy Head of School, discussed 
approaching other teachers and said, "this is what Madison is doing; this is what Conor is doing; 
this is what Natalie is doing. If you want to go see it, go see it, I'll take your class." For 
Rosemary, she wanted to give teachers, "an opportunity to learn and grow from each other." 
Both expatriate teachers and expatriate ITLs reported their administrators were good at getting 
cover for classes so teachers could observe each other. Conor, an expatriate ITL, Conor said 
Rosemary, put "a lot of effort into trying to get people to come together." Rosemary sent teachers 
to Madison, another expatriate ITL, if they were struggling with guided reading. Adam, an 
expatriate teacher, connected with Natalie, an expatriate ITL, because administrators encouraged 
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him to seek out a teacher with EAL expertise. In addition to talking with expatriate teachers and 
encouraging them to connect with expatriate ITLs, administrators in this study built systems to 
create connections.  
Participants discussed the systems built by administrators to create connections by 
promoting the expatriate ITLs. The first is what Lana, an expatriate ITL, called “speed dating.” 
She described the start of every term, in which teachers talked to each other for five minutes with 
questions such as “What are you doing? How can we make connections?” Ralph, the Head of 
School, was the driving force behind the “speed dating” setup, and while it is no longer in 
practice, Lana found it helpful in making connections with other teachers. Rosemary, the Deputy 
Head of School, created a chart in the staff room where teachers could put lessons they wanted to 
observe or lessons they wanted others to observe. Both expatriate teachers and expatriate ITLs in 
this study pointed to the chart as a valuable way to observe others. For example, Mark, an 
expatriate teacher, thought the chart was a way to learn “some of the great things happening in 
the classroom.” Rosemary said that “when people started to watch each other...leaders emerged.” 
By helping create connections and confidence, expatriate ITLs in this study were empowered to 
help others.  
Expatriate teachers and expatriate ITLs discussed feeling empowered by their 
administrators. Compared to other international schools, Lily, an expatriate ITL, reported feeling 
that administrators “made me a lot more empowered here.” Adam, an expatriate teacher, thought 
his administrators were "trying to empower others to sort of step-up." The expatriate ITLs did 
step-up by supporting their colleagues. Natalie, an expatriate ITL, reported that her 
administrators were "very community-focused in the sense that we need to help each other." 
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Natalie equated this to a snowball effect by saying, “You just help one person and then that 
person says, ‘oh I got this information from that person’, and then they come to you again.” 
Because expatriate ITLs were empowered, they began sharing with their 
colleagues. Rosemary, the Deputy Head of School, said she made the conscious effort of 
"building them up and empowering them to share and collaborate." Rosemary later 
explained her reasoning for empowering her teachers: "I don't want it to always come 
from just me." As a result of Rosemary's efforts, expatriate ITLs began to share. Lily 
gave workshops to all staff on phonics and spelling. Madison gave workshops on 
metacognition and Natalie on writing. Jacob became excited that people wanted to know 
more about him and offered support at the next orientation. Not only were 
administrations creating connections by building confidence, but they were also creating 
connections by building structures.  
Administrators Made Time to Connect 
Administrators in this study discussed how they created time for all teachers to 
meet with groups to improve teacher’s practice and student learning. When Ralph, the 
Head of School, arrived at the Vietnam International School, he focused on increasing 
collaboration. One of his first initiatives was a schedule to give all teachers time to 
connect. Rosemary, the Deputy Head of School, recalled what Ralph did when he became 
the Head of School: “Ralph had a vision and dream for the perfect schedule.” Ralph 
explained what he wanted in the perfect schedule. He said that wanted “collaborative 
planning, proper collaborative planning where people get together, not just vertically but 
horizontally as well.” While Ralph tasked his Deputy Head of School with fulfilling the 
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dream, he supported the process by sending Rosemary to get training in Singapore. 
Rosemary recalled what Ralph wanted her to do: 
I had a lot of parameters around that schedule, but one thing that we 
wanted to do was to make sure that in a rotation that they had common 
planning at least 80 minutes of back-to-back just pure planning with their 
teams. 
 
Ralph explained how Rosemary reworked the schedule: “Once those specialists are 
blocked, you can stack everything around time for collaborative planning, reflection, and 
research.” One reason for reworking schedule, according to Ralph, was his goal of creating 
professional learning communities (PLCs): 
In our professional development, last year, or the year before, we tried teacher 
inquiry groups, developing internal professional learning communities...so we're 
looking at trying to bring something like that, and again, particularly we're 
transitioning to become IB as a school, and we will it's more, there's a lot more 
impetus for us to get those PLCs up and running. 
 
Because of Ralph and Rosemary reworked the schedule, teachers in this study began 
forming groups.   
 Expectations drove expatriate teachers and expatriate ITLs in this study to 
connect in groups to improve teachers’ practice and student learning. The Deputy Head 
of School formed the curriculum team and asked teachers to join. Rosemary reached out 
to several expatriate ITLs. Conor declined, but Madison and Natalie joined the team. 
Madison spoke of her role on the curriculum team:  
It's not a formal leadership role in the school...as part of the curriculum 
team, my role is to look at the curriculum and look at our population and 
see how we can scaffold and build on that...our goal is to help support 
teachers. 
  
Participants discussed teachers meeting in groups as an upper elementary team, a 
lower elementary department, an early years department, and the specialist department. 
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Across the interviews, expatriate teachers explained how they used their time in groups. 
In the early years' team, Fatima said her group talked "about our curriculum, our units of 
inquiry, what we're going to do that term." Another expatriate teacher, John, said his 
lower elementary department "had a real focus on guided reading and practice...just going 
from good to great." In the upper elementary department, George said his group spent 
time "norming our writing, norming our maths...planning what each year group is doing." 
The leaders of these departments joined with the Deputy Head of school to form the 
Academic Leadership Team. Expatriate teachers and expatriate ITLs also connected in 
groups formed themselves.  
Teacher efficacy also drove expatriate ITLs to connect to improve teachers' practice and 
student learning. Joselito, an expatriate teacher, collaborated with Conor, the expatriate ITL he 
identified. Joselito explained why he connected with Conor: "It's not a collaboration that is…. 
dictated on us. It's a collaboration that naturally happens because it's a need for us and for the 
students we work with." Another expatriate teacher, Mia, collaborated with Lana, the expatriate 
ITL she identified. When Mia was asked why she connected with Lana, her reply was, "We work 
together to make sure that we've given the children the best education they can get." The 
expatriate ITLs in this study also connected through committees based on their passions. One 
example was Natalie, an expatriate ITL who joined the staff wellness committee to support 
teachers' wellbeing. Natalie explained why she joined the staff wellness committee: "The biggest 
connection to student wellbeing and student learning is teacher wellbeing." Another example was 
Lily, an expatriate ITL who joined the sustainability committee because she had "always been 
very passionate about sustainability." The groups gave expatriate ITLs the ability to influence 
school-wide decisions.  
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Expatriate ITLs Influenced Connections Within Groups 
Participants discussed how influential expatriate ITLs were in groups and with school-
wide decisions. A similar process for becoming influential occurred for several expatriate ITLs 
in this study. First, teacher groups formed around expectations and efficacy provided expatriate 
ITLs the opportunity to influence colleagues by sharing ideas and resources. As a result, 
expatriate ITLs created strong ties with group members. Second, expatriate ITLs in this study 
used the power of their groups to influence school-wide decisions. Because expatriate ITLs 
influenced groups and school-wide decisions, participants across the interviews considered them 
leaders. However, without administrators, expatriate ITLs in this study would not have been as 
influential. Administrators improved these expatriate ITLs skills and granted them access, which 
they used to become more influential.  
The expatriate ITLs in this study influenced colleagues within their groups by sharing 
ideas and resources. As a result, expatriate teachers discussed going to expatriate ITLs frequently 
for help. For example, Lana, an expatriate ITL, provided resources in the form of writing rubrics 
to Mia, an expatriate teacher. Mia discussed how often she would go to Lana's classroom: 
"Anytime that I have a free period, I would often go down and help Lana in her classroom." 
While helping Lana, Mia got more resources she used for her class. By sharing rubrics, Lana 
created a strong tie with Mia. Participants discussed the same process occurring when expatriate 
ITLs shared ideas. For example, whenever Darna, another expatriate ITL, saw a "child has 
difficulties or challenges," she talked to teachers and provided "different techniques of how we 
can help the children." Fatima, an expatriate teacher, discussed constantly going to Darna for 
help with children: "I can just go and speak to her, and she's always, you know, very willing, 
very open to help." By sharing behavioral strategies, Darna created a strong tie with Fatima. By 
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using strong ties within their groups, expatriate ITLs could expand their influence around the 
school.  
Participants referenced expatriate ITLs’ groups when discussing their accomplishments. 
Expatriate ITLs relied on groups to influence school-wide decisions. Groups formed around 
teacher efficacy were the most significant contributors to school-wide decisions. Two groups 
mentioned throughout the interviews were the staff wellness committee and the sustainability 
committee. Natalie and Lily were two expatriate ITLs were identified when discussing these 
committees. For example, participants said the staff wellness committee had a positive influence 
on school culture and reported Natalie influenced the direction and contributions of the 
committee. John, an expatriate teacher, selected Natalie as someone he relies on, and when asked 
why, he brought up her work on the staff wellness committee. He recalled one contribution: 
She had a little box in the staff room where people could just write thank yous on 
post-it-notes and pop them in the box, and then that would be delivered around by 
the staff wellness committee. 
 
In another example, the sustainability committee influenced student learning at Vietnam 
International School. The committee launched Green Mondays to embed the UN Sustainable 
Development Goals into the curriculum. Across the interviews, participants referenced Lily’s 
work in the sustainability committee, and participants said Lily was the driving force behind 
getting projects pushed through. Victoria, an expatriate teacher, discussed the importance of Lily 
writing proposals and submitting them for approval. However, Lily acknowledged that she could 
not have met her goals alone. Lily shared her and other members’ contributions to the 
committee: “I think everybody has different strengths in a team,” said Lily, “so for sure, I get 
ideas from my colleagues, and then I contribute where my strengths are… whatever we decide as 
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a team, I push it through to my boss.” Victoria and other participants considered expatriate ITLs 
leaders because they influenced groups and school-wide decisions.  
Across the interviews, participants referred to expatriate ITLs as leaders. Some expatriate 
ITLs were considered leaders because of their experience and knowledge. Participants valued the 
length of time expatriate ITLs worked at Vietnam International School. Darna, an expatriate ITL, 
said she worked at Vietnam International School for over seven years, and her team often looked 
to her for guidance. Fatima, an expatriate teacher, spoke of Darna, who was "always there 
guiding" the collaboration meetings. Lily, another expatriate ITL, said that the length of time 
influenced her role on the sustainability committee. People who originally formed the committee 
had left, and she was "the last one standing." As a result, Victoria, an expatriate teacher, looked 
to Lily for guidance in their group. However, experience was not a factor for Natalie, another 
expatriate ITL, but sheer determination. For example, Rosemary, the Deputy Head of School, 
recalled Natalie's first year at Vietnam International School: "You think she'd be a little timid, 
and it was her first year teaching - No, she took an initiative...Natalie was just all over the place." 
Additionally, John, an expatriate teacher, considered Natalie to be "a fairly central figure" 
because she coordinated the staff wellness committee. Natalie also reported that her colleagues 
felt the same way as John when she said, "I'm definitely the official non-leader leader." 
However, these "non-leader leaders" became more influential with administrators' help.  
Across the interviews, expatriate ITLs’ reported relying on their administrators for 
support. As a result of administrator support, expatriate ITLs expanded their influence. 
Expatriate teachers noted that expatriate ITLs were influential because of their unique skills. 
Administrators expanded their expatriate ITLs’ influence by expanding their skills. For example, 
Ralph, the Head of School, found the budget for an expatriate ITL, Madison, to do a fellowship 
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on metacognition. Madison discussed how she used metacognition to help the curriculum team 
develop rubrics and create workshops for teachers. Ralph also sent Lana, another expatriate ITL, 
to a conference for training, where she discovered a choice-based curriculum. Lana brought these 
skills back to Vietnam International School, and Ralph encouraged her to experiment. As a 
result, Lana discussed collaborating with teachers across grade levels using the approach. She 
also noted using a choice-based curriculum to help the specialist department. Administrators 
support also came in the form of access. Administrators were always willing to meet with 
expatriate ITLs to hear ideas. Lily, an expatriate ITL, reflected on how her administrators helped 
the sustainability committee: 
They had meetings with Victoria and I in the Head of School’s Office. We sat 
down and really talked about how we could carry through some of these big 
things. So, I really felt supported.  
 
Administrators took Lily's ideas a step further and set up a meeting with the company 
which owned Vietnam International School. The company may adopt Lily's ideas in other 
international schools under their ownership. Because of administrator support, Lily was able to 
expand her influence beyond Vietnam International School. In this study, Lily and other teachers 
appreciated that administrators listened to their ideas and provided feedback. They reported 
feeling heard, which was an essential element for building trust at Vietnam International School.  
Building Trust to Foster Informal Teacher Leadership 
The purpose of the second question was to explore how administrators build trust 
between expatriate teachers to foster informal teacher leadership in type C international schools. 
Based on the qualitative analysis from the fifteen interviews, three themes emerged: (1) 
administrators respect teachers' profession and perspective, (2) administrators effectively manage 
crises, and (3) colleagues help without judgment. In the following section, examples are provided 
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from interviews with expatriate teachers, expatriate ITLs, and administrators to support these 
themes.  
Administrators Respect Teachers’ Profession and Perspective 
 To build a trusting culture, expatriate teachers and expatriate ITLs discussed how their 
administrators respected teachers' profession and perspective. Administrators reported giving 
teachers autonomy both in and out of the classroom. Administrators gave autonomy with 
decisions, leadership, improving teacher's practice, and improving student learning. Expatriate 
teachers and expatriate ITLs reported that autonomy built trust with their administrators. Across 
the interviews, expatriate teachers and expatriate ITLs appreciated that administrators listened to 
teachers’ perspective, and participants reported this built trust. No matter the issue, 
administrators welcomed teachers' perspectives. Expatriate teachers and expatriate ITLs reported 
feeling trusted, and therefore, reported trusting administrators. Expatriate teachers and expatriate 
ITLs in this study trusted that administrators made decisions with the best intentions.  
 Across the interviews, expatriate teachers and expatriate ITLs discussed how 
administrators trusted teachers as professionals. The trust was inherent, beginning right when 
teachers began at Vietnam International School. Participants reported that this trust manifested in 
the autonomy administrators gave teachers. Expatriate teachers and expatriate ITLs in this study 
reported having autonomy in their decisions, which they said built trust. For example, Joselito, 
an expatriate teacher, discussed the times he went to administrators with a question, and the reply 
was always, "do what you know; do what you think is right." Rosemary, his administrator, 
explained that she does not believe in micromanaging people. According to Rosemary, the reply 
she gave to Joselito was the same she gave to all her teachers: "The final decision is yours. I can 
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only give feedback." The expatriate ITLs in this study also appreciated the freedom to take risks 
in the classroom, which they said built trust. 
Lana, an expatriate ITL, discussed taking risks in her classroom and said her 
administrators' response to her failures built more trust than their response to her achievements. 
For example, Lana said, "if we try something, and it goes wrong, as long as you identify that it's 
gone wrong, they're more than happy to support." Expatriate ITL also reported that 
administrators offered autonomy when teachers led initiatives at Vietnam International school. 
So long as the expatriate ITLs were willing to do the work, administrators trusted them with 
school-wide initiatives. Administrators offered feedback and suggestions on initiatives, but 
decisions were ultimately up to expatriate ITLs. Participants appreciated that administrators were 
willing to consider teacher initiatives. Taking time to hear teacher perspectives was another 
element that participants reported built trust. 
 Across the interviews, expatriate teachers and expatriate ITLs reported that 
administrators respected teacher perspectives. Administrators respected teacher perspectives by 
taking time to listen and being approachable. Participants reported administrators listening to 
teachers' ideas, which built trust. As an example, John, an expatriate teacher, said whatever 
request "made to leadership in any sort of capacity" whether it was "frivolous or more serious," 
had "always been listened to and heard." Administrators listened to teacher perspectives on a 
wide range of issues. Expatriate teachers and expatriate ITLs reported approaching 
administrators with topics such as initiatives, problems with pay, curriculum development, 
getting classes covered, school operations, mental health issues, and solutions to problems. 
Fatima, an expatriate teacher, discussed approaching administrators as if it was a part of the 
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culture. She said the ease at which she could approach her administrators was what she valued 
about Vietnam International School: 
The culture here is what I really value and while here might not it might not be 
perfect, there's little bits and pieces where we want to improve things. You 
definitely feel, like okay, if you can think of a way to make those improvements 
you can go and take those ideas to someone, and if they can help implement that 
they will. 
 
Besides Fatima, several expatriate teachers and expatriate ITLs reported administrators were 
approachable, which they reported built trust. For example, Lana, an expatriate ITL, discussed 
how approachable Ralph, her administrator, was: "very, very open now, you know. He's got an 
open-door policy. You can go and talk to him about anything." Other expatriate teachers and 
expatriate ITLs in this study referenced and valued their administrators' open-door policy.  
Ralph, the Head of School, discussed being open and listening was how he built trust 
with teachers. Ralph brough up one teacher as an example and his motivation for gaining her 
perspective: "let me listen to it and understand the premise of what she's trying to achieve." 
When Ralph discussed all teachers, he said it was important "to honor their view." Because 
administrators honored teachers' views, teachers in this study honored administrator decisions as 
well-intended.  
Expatriate teachers and expatriate ITLs discussed how administrators made decisions 
with the best intentions. Participants reported administrators put students and teachers first when 
making decisions. Because the focus was on teachers and students, expatriate teachers and 
expatriate ITLs reported trusting administrators. For example, Madison, an expatriate ITL, 
admitted that she sometimes disagreed with her administrators but acknowledged that 
administrators do "what they think is best for students and that is best for teachers." Across the 
interviews, expatriate teachers and expatriate ITLs discussed how administrators worked with 
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teachers to create the best education possible for students. Administrators also reported trying to 
make the best environment possible for teachers when dealing with stakeholders. For example, 
Rosemary, the Deputy Head of School, spoke of standing up for teachers during her meetings 
with the company which owned Vietnam International School. There were times Rosemary was 
compelled to offer teachers' perspective before the company made a decision: 
I'll be in a, you know, regional meeting or an ELT meeting, and somebody will 
say, "Well, the teachers can just blah blah blah blah blah," and I'll say, "Wait a 
minute. Wait a minute. You don't know what the teachers are." You know? So, I 
think I have been their voice only because it comes naturally to me. It's the first 
thing that I think of - What, you know, what are they going to think? 
 
Ralph, The Head of School, also was compelled to stand up for teachers but did so with 
different stakeholders. In his interview, Ralph discussed advocating for teachers during 
parent meetings. Ralph said it was important that he "stood in between parents and 
teachers to protect them." However, if a decision did not favor teachers or students, 
administrators would explain why.  
Fatima, an expatriate teacher, acknowledged that sometimes administrators could 
not meet the needs of teachers or students. However, Fatima also appreciated that "For 
whatever reason, it needs to be done, they always admit it." Administrators admitted 
when decisions did not favor students or teachers. As a result, both expatriate teachers 
and expatriate ITLs trusted their administrators because they were open and honest. For 
example, Lana, an expatriate ITL, was thankful her administrators were straightforward 
and called them "Fair, kind, and honest. That's what you want." Being straightforward 
was vital for building trust, especially during a crisis.  
Administrators Effectively Manage Crises  
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 Expatriate teachers and expatriate ITLs discussed how the administrators’ approach to 
managing a crisis created a trusting culture at Vietnam International School. Participants spoke 
of two crises their administrators handled effectively: (1) the death of a colleague and (2) 
COVID-19. During a crisis, participants noted the importance of transparency for creating trust. 
As a result of administrators managing these crises well, participants discussed how Vietnam 
International School became a family.  
 Expatriate teachers and expatriate ITLs discussed how the death of a colleague built a 
trusting culture. With a crisis such as this, participants reported that the ordeal brought people 
together. At the same time, however, participants said they could have easily drifted apart. For 
example, Lana, an expatriate ITL, said, "you either drift apart or come together, and we sort of 
came together." Participants reported that the crisis affected the culture of Vietnam International 
School. Likewise, an expatriate teacher, George, discussed that through "very difficult times," 
Vietnam International School "grew together." Now George perceived the culture as "a totally 
different feel. Very trusting, very open." However, coming together did not happen naturally for 
Vietnam International School. Lana said it was Ralph, the Head of School, who brought them all 
together. Not only did the culture change, but, according to participants, Ralph changed as well. 
Participants reported that Ralph became open and honest with teachers, which expatriate teachers 
and expatriate ITLs reported built trust.  
Ralph, the Head of School, discussed how he managed this crisis effectively by 
constantly communicating with his staff. Ralph said this was his opportunity to lead his staff 
through this challenging time and was open about all the information he received. He recalled 
how he kept communication open with all stakeholders "We made sure that all timing was 
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synergistic when it was to the parents, to the kids, to the teachers." However, this was not the 
only crisis that Ralph handled effectively by being open with information.  
 Expatriate teachers and expatriate ITLs discussed how the handling of COVID-19 built a 
trusting culture. The reasons why the pandemic created trust were primarily the same as Vietnam 
International School’s previous crisis, their colleague’s death. Participants discussed the 
importance of constant communication for keeping people together and building trust. As a result 
of the pandemic, both expatriate teachers and expatriate ITLs reported a culture shift. Expatriate 
teachers and expatriate ITLs reported growing together because of COVID-19. However, like the 
precious crisis, they could have easily drifted apart, and participants said the Head of School kept 
them together.  
Ralph, the Head of School, was aware of the adverse effects that COVID-19 could have 
on the culture at Vietnam International School. He said, "We've tried really hard to defend our 
culture, even through these really difficult times." Ralph defended the culture by, again, focusing 
on communication. He discussed doing "rolling briefings," where he would tell his staff "what 
we knew and what we didn't know, and what we hoped might happen." Ralph said being as 
visible as possible was important, especially when Vietnam went into lockdown. He woke up 
early each morning to write to teachers, so his words would be the first thing teachers saw when 
they woke up. Ralph recalled what he was trying to convey in these messages:  
This too shall pass, and it will. It will, I mean it. We can't see it. We can't see 
when it will finish, but it will finish, and if we can stick together and we can 
weather the storm, whilst it's difficult, we will see the light at the end of the 
tunnel. 
According to participants, increased communication during these crises led to greater 
transparency at Vietnam International.  
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The expatriate ITLs in this study discussed how transparency between themselves 
and administrators was key to building trust. For example, when Lana, an expatriate ITL, 
discussed her Head of School, she said, "He's very open with the information he gives us, 
and I think that builds trust." Not only were administrators transparent during crises, but 
when it came to teaching and learning. Darna, another expatriate ITL, appreciated 
hearing what administrators discussed during parent meetings. "So, at least you have an 
idea," said Darna. The administrators would tell her, "This is what's happening. I've 
talked to your parents." Unless the topic was highly confidential, administrators were 
open with teachers. 
Ralph discussed how, as the Head of School, transparency was needed to build 
trust. He said nothing creates a sense of distrust among teachers than "smoke and 
mirrors." For Ralph, transparency built understanding between administrators and 
teachers. He explained, "There's nothing... that is not shared, or at least alluded to in a 
way that gives people a sense of 'Oh, we understand.'" Through understanding, handling 
crises, and greater transparency, participants discussed how Vietnam International had 
become a family. 
Expatriate teachers and expatriate ITLs discussed how the culture of Vietnam 
International School had evolved into a family. They attributed their culture of family to 
the crises the school endured. A culture of family manifested in the way people worked 
with each other. Expatriate teachers noted this in their interviews. For example, John 
said, "We're all there to support each other, help each other through.” Mia, another 
expatriate teacher, said that at Vietnam International School, they "strive to be kind of 
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like a big family, I guess, in a way that we all work together." A familial culture 
manifested in other ways as well. 
Administrators also spoke of a culture of family at Vietnam International School. 
During their interviews, both administrators used the language of a family. Rosemary, the 
Deputy Head of School, referred to herself as a "mother bear" when standing up for 
teachers during meetings with the company. Ralph, the Head of School, saw himself as "a 
dad where sometimes I love them, but I sometimes have to make decisions as the head of 
the house.” Administrators also reported that their culture of family affected the way 
colleagues talked with each other. For example, Ralph said, "If you're a family, and we 
espouse that family, then those conversations are said out of care and concern, not out of 
vehemence or bitterness." Rosemary also said that with "more of a family feel," teachers 
could "go talk to someone." Because participants reported they were part of a family, 
they trusted each other enough to seek people's help without feeling judged.  
Colleagues Help Without Judgment   
Because of the trusting culture at Vietnam International School, both expatriate 
teachers and expatriate ITLs reported feeling comfortable taking risks and seeking help. 
They reported trusting their administrators and were willing to take risks in the 
classroom. Expatriate teachers and expatriate ITLs reported trusting colleagues and were 
willing to ask for help. The ease at which expatriate teachers were willing to seek out 
support enabled expatriate ITLs to informally improve teachers' practice and student 
learning. Expatriate teachers spoke of having informal conversations and informal 
meetings with expatriate ITLs whenever support was needed. Expatriate ITLs were 
willing to offer help without judgment.  
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Across the interviews, expatriate teachers and expatriate ITLs reported feeling 
comfortable taking risks in the classroom or asking for help without the fear of being 
judged. They were comfortable trying new teaching methods to improve student learning. 
Expatriate teachers and expatriate ITLs reported that their administrators would not judge 
them if risks failed. Madison, an expatriate ITL, recognized this as a way her 
administrators built trust: "I feel really safe to try out new things in the classroom and not 
be judged by that." Expatriate teachers and expatriate ITLs did not feel judged by other 
teachers. They reported feeling comfortable asking for help from colleagues, which 
participants attributed to a trusting culture. John, an expatriate teacher, often went to 
others for help, and he explained why: 
When people do need help, because we all do, from time to time, there is 
this sort of inherent trust that I'm not coming out saying that I'm a failure, 
but I'm just admitting to needing a bit of support or help in this area. 
 
John was referencing Natalie, an expatriate ITL, in this excerpt. Several expatriate 
teachers in this study reported that a trusting culture enabled them to seek out 
expatriate ITLs for help.  
 The ease at which expatriate teachers in this study were willing to ask for help 
enabled expatriate ITLs to improve teachers' practice and student learning. The expatriate 
ITLs did so by having informal conversations and informal meetings. The informal 
conversations and meetings happened in hallways, during free periods, during lunch, 
before school, after school, and even outside of school. For example, Mark, an expatriate 
teacher, discussed the informal conversations he had with Madison, an expatriate ITL he 
identified: "The moments I do get to speak to her is either during sometime during the 
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day we will have free periods or sometimes after school." These would usually be quick 
conversations about a student or sharing a new teaching method.  
The physical layout of Vietnam International School also influenced informal 
conversations and informal meetings. Conor, an expatriate ITL, mentioned this: "We also 
have our rooms that are quite close together. So anytime we've been able to support each 
other, we just kind of pop in and out." Several expatriate teachers and expatriate ITLs 
discussed popping into each other's classrooms to have informal discussions or informal 
meetings. Frequently questions revolved around helping their unique population of 
students at Vietnam International School.  
How Context Effects Expatriate ITLs 
The third question’s purpose was to explore how the context of type C international 
schools influenced expatriate ITLs. Based on the qualitative analysis from the fifteen interviews, 
two themes emerged: (1) desirable experience for expatriate ITLs and (2) expatriate ITLs support 
first-year expatriate teachers. In the following section, examples are provided from interviews 
with expatriate teachers, expatriate ITLs, and administrators to support these themes.  
Desirable Experience for Expatriate ITLs 
Across the interviews, expatriate ITLs were valued because they had specific sets of 
experiences. Participants reported that most students at Vietnam International School were 
Vietnamese and English language learners. To improve student learning, several expatriate ITLs 
adapted the curriculum and shared strategies for English language learners. Another valued 
experience was the length of time teaching at Vietnam International School. Several expatriate 
ITLs were experienced teachers at Vietnam International School, with some working there for 
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over seven years. Because of these two sets of experiences, expatriate teachers in this study 
considered expatriate ITLs a valuable resource at Vietnam International School.  
Both expatriate teachers and expatriate ITLs noted the importance of having skills that 
helped their specific student population. When participants discussed improving student learning, 
many spoke of teaching in an international school with a 95% Vietnamese student population. 
Several expatriate ITLs were passionate about meeting the needs of Vietnamese students. 
Expatriate ITLs saw a need not being met within the hierarchy, so they became a resource for 
expatriate teachers. One such expatriate ITL was Madison, who developed a curriculum 
accessible to the Vietnamese student population. Madison reflected on adapting the American 
curriculum for the Vietnamese students:  
How can we take in their schema and their knowledge and apply that? Because 
we are an international school, but most, I think, like, 95% of our students are 
Vietnamese and EAL students. And so, we needed to look at our specific 
population and think about how we can use the American Common Core, but then 
also use the constructivist pedagogy, the approach to learning that our school uses 
and apply it to that curriculum within our specific context. 
 
Madison discussed how she developed a reading program and writing program with Vietnamese 
students in mind. Most of these Vietnamese students also spoke English as an additional 
language. As a result, expatriate ITLs with strategies for English language learners were a 
resource for expatriate teachers. One such expatriate ITL was Natalie, who had a background in 
linguistics and English as an additional language. Natalie reflected on how she has influenced 
student learning at Vietnam International School. Natalie pushed a new writer's workshop model 
at the school and was constantly providing resources to help English language learners: 
I've been a big impact in that, and also because I am always screaming, language! 
Think about the language! I still have teachers that will talk to me, and they'll be 




Not only did expatriate teachers report seeking support for language learners, but also 
learning new systems at Vietnam International School.  
 Expatriate teachers in this study valued expatriate ITLs with years of experience 
at Vietnam International School. Expatriate ITLs were knowledgeable about the school 
systems because many had stay beyond their initial two-year contract. For example, Lana 
and Darna reported working at Vietnam International School for seven years. Systems 
discussed in this study include assessments, curriculum, reporting, and teaching practices. 
Expatriate teachers sought out expatriate ITLs with knowledge of these systems. John, an 
expatriate teacher, sought help to learn “the mechanics around particular practices.” The 
years of experience that expatriate ITLs had, and their experience with English language 
learners, made expatriate ITLs especially valuable during expatriate teachers’ first year at 
Vietnam International School.   
Expatriate ITLs Support First-year Expatriate Teachers 
 Expatriate teachers reported struggling during their first year at Vietnam International 
School. The expatriate teachers in this study reported varying degrees of experience in 
international schools. For some expatriate teachers, they had worked at other international 
schools. For other expatriate teachers, Vietnam International School, however, was their first 
international school. Regardless, expatriate teachers were learning about a new school with new 
systems and new students, all located within a new country. Expatriate teachers in this study 
reported relying on expatriate ITLs for help. For example, Mia spoke of her experiences before 
working at Vietnam International School: 
So, I was in a government school in Ireland for five years, and it was very small, 
and so I've learned a lot of my journey here, but also and it's nice to come from a 




Mia reported feeling very supported by her colleagues. During Mia’s first year at 
Vietnam International School, she, like other expatriate teachers in the study, was helped 
by expatriate ITLs.  
 Expatriate teachers discussed the support they received from expatriate ITLs 
during the first year at Vietnam International School. Expatriate ITLs helped expatriates 
during the first year by showing expatriate teachers where to find school supplies, what to 
expect during the school year, whom to approach if there is a problem, and how to 
approach the curriculum and assessments. Darna was identified as an ITL by Fatima, an 
expatriate teacher who just started at Vietnam International School. She described how 
supportive Darna was during the first year: 
So Darna has been at Vietnam International School for quite a few years, and then 
coming in new, she was a great person to be able to turn to whenever I didn't 
know what I needed, or even just simple things like where things were, what's 
next like, how do we approach curriculum, etc; she knew it all, and she's so 
familiar with the school. So that was really like how I relied on her. I really turned 
to her at the beginning of the school year. 
 
Expatriate teachers also turned to expatriate ITLs during the first year for help 
adjusting to a new student population. John, an expatriate teacher, discussed the high 
number of English language learners at Vietnam International School. While he was an 
experienced international teacher, he had never had so many English language learners in 
one class. John said he identified Natalie as an expatriate ITL due to the support she gave 
to his English language learners during the first year. Natalie explained why she was 
willing to help John and others adjust to an international school with a high percentage of 
language learners. Natalie was motivated to help expatriate teachers because she said it 
helped students. Natalie explained what it was like for expatriate teachers arriving at 
Vietnam International School:  
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It is a huge culture shock for any teachers who have only taught in homogeneous 
environments, or maybe even in the United States, where maybe a majority of 
your class is going to be Latin. Or you're going to have or like in certain areas 
there's pockets, right? So, if you're not in one of those little pockets, you're going 
to come to our school and be like “Oh my God!” And so, it was really critical to 
me to be pushing in and giving resources anytime teachers would talk about the 
learning happening in their rooms, I knew that most of our teachers are not trained 
in language. That's not their fault.  
 
Natalie went on to say that she pulled teachers aside when they first arrived at Vietnam 
International School. Natalie explained to every new teacher, "This is really what's happening. 
Here's what you need to watch out for" as if there was information that expatriate teachers were 
not receiving through the proper channels. Combined with Natalie's passion for helping first-year 
teachers and her experience in language, it is no surprise that among all the expatriate ITLs, 
Natalie had the highest number of strong ties within the social network analysis.  
Chapter Summary 
 In this chapter, a social network analysis of a type C international school was provided. 
The social networks of host country national teachers and expatriate teachers were compared to 
explore if these two groups built social capital among each other. Furthermore, informal teacher 
leaders were identified through the social network analysis. Interviews were analyzed from seven 
expatriate teachers, six expatriate ITLs, and two administrators for a total of fifteen interviews. 
Themes from the interview analysis were presented in a narrative form along with excerpts from 
the fifteen interviews to support the themes. Conclusions from the study and recommendations 
for future studies are provided in the final chapter, along with how the context may affect 






Chapter 5: Conclusion 
 
Distributed leadership has been studied within the context of schools in the form of 
teacher leadership (e.g., Leithwood et al., 2007; Scribner et al., 2007; Timperley, 2005). While 
formal teacher leadership has been the focus of most research, informal teacher leadership has 
often been overlooked (Wenner & Campbell, 2017; York-Barr & Duke, 2004). When 
researching distributed leadership in schools, the focus should be on informal teacher leadership. 
Both distributed leadership and informal teacher leadership occur through interactions among 
teachers, and both are sustained through relationships (Martin, 2018; Penuel et al., 2010; 
Scribner et al., 2007; Wallace, 2007). Because relationships are essential for distributed 
leadership and informal teacher leadership, both rely on social capital.   
Researchers have focused on the importance of social capital in schools (e.g., Lena & Pil, 
2006) and how to build social capital in schools (e.g., Fischer 2002; Minckler, 2002). However, 
this rarely has been researched in an international school setting where the context may create 
different challenges when building social capital. While the findings from this study describe the 
importance of social capital, the findings also suggest that other forms of capital can foster 
informal teacher leadership.  
Informal teacher leadership has been studied before, but rarely within international 
schools (e.g., Duval, 2018; Lin, Lee, & Riordan, 2018), and even less so in type C international 
schools. ITLs emerge based on their school needs (Katzenmeyer & Moller, 2009). Based on 
what expatriate ITLs do, there may be a greater need for them in type C international schools. 
The needs of type C international schools are different from public schools in the United States, 
where the bulk of research has taken place on ITLs. Therefore, the General Model for Informal 
Teacher Leaders (see Table 2.1) was revised to fit an international school context. In addition to 
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social network analysis, administrators can use the Model of Expatriate ITLs’ Actions and 
Motivations to identify expatriate ITLs (see Figure 5.1). Social network analysis may have more 
utility in international schools. 
In this study, social network analysis was used to study the interactions among host 
country nationals and expatriates, and identify ITLs. Social network analysis has been used to 
study interactions among teachers (e.g., Clements, 2018; Penuel, et al., 2009). However, rarely 
within an international school context, where the social network among expatriate teachers in 
international schools may be their only social network. The findings from this study provide 
other benefits for social network analysis in international schools.  
In this chapter, the study findings are placed within the literature on distributed leadership 
and teacher leadership. Using Hargreaves and Fullan's (2012) theory of professional capital, I 
discuss the importance of human capital and decisional capital for ITLs. The study's findings are 
also placed within the literature on international schools to argue that ITLs can help with two 
common issues with international teachers: (1) adjusting to new places and (2) retention. 
Because the needs of international schools are different, I have created a model of Expatriate 
ITLs’ Actions and Motivations (see Figure 5.1). I also provide a discussion on how the context of 
type C international schools affects expatriates and host country nationals. I also provide 
suggestions for using social network analysis in international schools. The chapter ends with a 
discussion on the study's limitations and recommendations for future studies.  
The Umbrella Question and Research Questions 
The purpose of this study was to explore how administrators build social capital among 
expatriate teachers to foster informal teacher leadership in type C international schools. The 
study was guided by the umbrella question: How do administrators build social capital among 
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expatriate teachers to foster informal teacher leadership in type C international schools? Three 
other research questions guided this study: 
1. How do the social networks of expatriate teachers compare to those of host country 
national teachers?  
2. How do administrators build trust among expatriate teachers to foster informal teacher 
leadership in type C international schools?  
3. How does the context of type C international schools influence expatriate ITLs? 
Bourdieu’s (1986) theory of social capital was used as this study’s theoretical framework. The 
theory was used to design the research instruments and analyze the data.  
A Review of Methodology 
 I employed a single-site case study design to answer the umbrella question and three 
research questions. One type C international school within Ho Chi Minh City, Vietnam, was 
sampled as the research site. Quantitative data were collected in phase one, and qualitative data 
were collected in phase two.  
In phase one, quantitative data were collected from the ITL Identification Survey, with 
participants being expatriate teachers and host country national teachers employed at the research 
site. Within the survey, participants were provided a roster of teachers with no leadership titles or 
positions and asked to what extent they rely on each teacher for their professional growth and 
development. The quantitative data from the survey were used to conduct a social network 
analysis. Within the social network analysis, I identified and analyzed subgroups, compared the 
social networks of expatriates and host country nationals, then identified ITLs. Expatriate ITLs 
who were identified in phase one were interview in phase two for a deeper analysis. In phase 
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two, qualitative data were collected from interviews with seven expatriate teachers, six expatriate 
ITLs, and two administrators. In total, fifteen interviews were analyzed.  
Implications of Findings 
 In this section, the implications of the findings are discussed in relation to the literature 
and in relation to the context of international schools. The findings are placed within the 
literature on distributed leadership, informal teacher leadership, and then informal teacher 
leadership within international schools. Finally, the implications of the social network analysis 
are discussed.  
Distributed Leadership  
 When researching distributed leadership in schools, the focus should be on informal 
teacher leadership. Distributed leadership emerges in the same way as informal teacher 
leadership, through interactions between people (Bennett et al., 2003; Bolden, 2011; Spillane, 
2006). Formal teacher leaders do not emerge through interactions; instead, formal teacher leaders 
exist within a hierarchy created by administrators (Feeney, 2010; Martin, 2018; Brown, 
Rutherford, and Boyle, 2000). The relationship between formal teacher leaders and 
administrators is transactional because administrators manage and control formal teacher leaders 
towards a “predetermined set of goals” (Hallinger, 2003. 338). Formal teacher leaders hold task-
centered roles (Brown, Rutherford, Boyle, 2000; Feeney, 2010; Margolis, 2012). Distributed 
leadership is more than just assigning tasks, jobs, or dividing responsibilities (Penlington, 
Kington, & Day, 2008; Timperley, 2005). Individual actions are not emphasized in distributed 
leadership; instead, leadership is a system-wide process and part of the culture created by school 
structures (Badaracco, 2001; Bolden, 2011). When researching distributed leadership in schools, 
the focus should be on culture and system-wide processes. Distributed leadership and informal 
 
143 
teacher leadership emerge under many of the same conditions. Distributed leadership emphasizes 
the roles of followers and leaders, and in the current study, ITLs relied heavily on groups to meet 
goals.  
In this study, a consistent finding was how followers played a critical role for ITLs. 
Groups of followers formed around ITLs and together, with their ITLs, accomplished goals. In 
this study, participants referenced the expatriate ITLs’ groups when discussing their 
accomplishments. For example, participants always referenced the sustainability committee 
when discussing Lily’s accomplishments. Lily did the same and attributed her accomplishments 
to her team members rather than herself. When listing the accomplishments of the sustainability 
committee, Lily was quick to point out that she, alone, did not deserve praise. She described 
herself as a group representative rather than group leader.  
In a distributed leadership model, Gronn (2000) and Spillane (2006) argued that the role 
of followers is just as important as leaders. Spillane described distributed leadership as a triangle 
representing leaders, followers, and situations. Examples from this study support Spillane’s 
description of distributed leadership. Expatriate ITLs were only important in relation to their 
followers and what they were collectively trying to achieve. For example, John followed 
Natalie’s lead in meeting the needs of English language learners, and Fatima followed Darna’s 
lead in behavior interventions. While these situations existed outside the hierarchy, individuals 
within the hierarchy created the conditions for the situations to succeed.  
Schools that adopt distributed leadership see the focus shift from individual 
administrators to groups of teachers. Under the right conditions, teachers form groups, and 
distributed leadership emerges (Camburn, Rowan, & Taylor, 2003; Spillane, 2003). However, 
distributed leadership is not inevitable in schools (Goksoy, 2015). Distributed leadership exists 
 
144 
within groups outside the hierarchy, but individuals within the hierarchy create the conditions for 
distributed leadership. While the model emphasizes teacher groups, it is, paradoxically, up to 
individual administrators to build a culture and structures for distributed leadership to emerge. 
The findings from this study support the importance of administrators for distributed leadership.  
 A consistent theme in this study was the impact administrators had on critical 
preconditions of distributed leadership. In this study, administrators empowered teachers, aligned 
systems, encouraged collaboration, and built trust; all preconditions of distributed leadership (see 
Angelle, 2010; Hairon & Goh, 2015; Leithwood et al., 2007). Participants consistently reported 
that the impact from administrators was indirect rather than direct. When discussing trust, 
participants agreed that administrators did not help them directly build trust with colleagues, but 
administrators were instrumental in building a trusting culture. While participants may not have 
seen administrators creating the preconditions for distributed leadership, participants did 
experience the results.  
Trusting cultures promote a shared purpose, mutual goals, power-sharing, and bi-
directional support (Angelle, 2010), all of which manifested in this study. Across the interviews, 
participants spoke of their shared purpose, trying to make the best education possible for the 
children. Participants reported having mutual goals, such as adapting the curriculum to meet the 
needs of Vietnamese students. Power-sharing and bi-directional support manifested in access 
administrators provided to expatriate ITLs. The findings from the study support the claim that 
when fostering informal teacher leadership, administrators also create the conditions for 
distributed leadership to emerge. Therefore, building social capital in schools may not only foster 
informal teacher leadership but encourage distributed leadership. While the findings support the 
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importance of social capital, the findings also suggest other forms of capital needed for informal 
teacher leaders.  
Informal Teacher Leadership  
 
 While findings from this study support building social capital in international schools, 
administrators may also need to build human capital and decisional capital to foster informal 
teacher leadership. These three forms of capital are discussed collectively as professional capital 
by Hargreaves and Fullan (2012). According to Hargreaves and Fullan, when teachers have 
professional capital, “they become smart and talented, committed and collegial, thoughtful and 
wise” (p.5). A moral purpose drives teachers with professional capital to improve themselves so 
they can serve their students and their school community. Teachers with professional capital 
share many of the same qualities as ITLs. To foster informal teacher leadership, administrators 
should build social capital, human capital, and decisional capital among teachers. Below, 
definitions of human capital and decisional capital are provided, along with examples from this 
study which support the conclusion that administrators should build professional capital to foster 
informal teacher leadership.  
Human capital. Human capital among teachers includes their qualifications, experience, 
and teaching abilities (Hargreaves & Fullan, 2012). The findings from this study highlight the 
importance of human capital for international teachers. Administrators in this study were aware 
of their teachers’ human capital and tried to build teachers’ human capital. For example, 
Rosemary, the Deputy Head of School, could list expatriate ITLs’ qualifications and experience. 
She knew that Natalie and Darna, two expatriate ITLs, had degrees in linguistics and 
occupational therapy, respectively. Ralph, the Head of School, built human capital by sending 
Madison and Lana to conferences to gain skills. Madison became an expert in metacognition and 
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Lana became an expert in a choice-based curriculum. Because Ralph built expatriate ITLs’ 
human capital, they became resources for expatriate teachers.  
Decisional capital. Hargreaves and Fullan (2012) defined decisional capital as the ability 
to make decisions in complex situations. Teachers with decisional capital have the “competence, 
judgment, insight, inspiration, and the capacity for improvisation” (p. 5). Administrators in this 
study were building teachers’ decisional capital. As reported in chapter four, Rosemary 
frequently said to teachers, “The final decision is yours. I can only give feedback and then you 
can take that and do what you know you need to do with it.” Not only did this build trust, as 
participants reported, but making the final choice up to teachers, built their decisional capital. 
Administrators in international schools need teachers with decisional capital. Fertig and James 
(2016) described international schools as complex, evolving, loosely linked systems. Because of 
this, administrators cannot be responsible for making every complex decision that arises in 
international schools.  
Professional capital. Social capital, human capital, and decisional capital do not act 
independently. Each form of capital enhances the other. For example, Hargreaves and Fullan 
(2012) argued that social capital enhances human capital. The researchers claimed that “capital 
has to be circulated and shared” (p. 2). In an example from this study, Ralph, the Head of School, 
sent two expatriate ITLs, Madison and Lana to conferences to gain human capital. If Madison or 
Lana had no social capital, their human capital would not have spread to other teachers. 
According to Hargreaves and Fullan, when administrators connect human capital to the right 
people, teachers gain confidence, feedback, and knowledge. In this study, there are examples of 
administrators building human capital and social capital to foster informal teacher leadership. 
Rosemary, the Deputy Head of School, described her learning walks, where she observed 
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teachers and advertised what she saw to other teachers. Rosemary was cataloging teachers’ 
human capital and building social capital by encouraging expatriate teachers to observe 
expatriate ITLs. Because Rosemary connected human capital to the right people, expatriate ITLs 
gained confidence, and expatriate teachers gained knowledge. Administrators in this study also 
combined decisional capital with human capital and social capital.  
 Simultaneously building all three forms of capital fosters not only informal teacher 
leadership but also builds professional capital. Other researchers have studied the importance of 
professional capital for international schools (e.g., Watts, 2018). In this study, there are examples 
of administrators building professional capital with not only expatriate ITLs but expatriate 
teachers as well. As discussed in chapter four, when John, an expatriate teacher, began working 
at Vietnam International School, Ralph, the Head of School, helped John identify teaching EAL 
students as a weakness in his practice. Rather than seeking help outside the school, Ralph 
encouraged John to seek out a teacher with EAL expertise. John then connected with Natalie, an 
expatriate ITL. Ralph was building decisional capital by helping John identify a weakness in his 
practice. Then, Ralph built social capital by encouraging John to talk to Natalie, who had the 
human capital John needed. Ralph also built professional capital for Lily, an expatriate ITL. By 
giving feedback on Lily’s ideas and giving her the independence to execute her ideas, Ralph was 
building Lily’s decisional capital. When Ralph set a meeting with Lily and the company which 
owned the international school, he was building Lily’s social capital and spreading her human 
capital. These examples illustrate the importance of professional capital for international 
teachers. 
 If administrators wish to foster informal teacher leadership, they may need to focus on 
human capital and decisional capital in addition to social capital. While the study's findings 
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support the importance of social capital, the findings also highlight the difficulties administrators 
may face when building social capital in international schools. The social network analysis of the 
type C international school suggests that stratification exists between international teachers based 
on culture. These divisions may make it difficult to build social capital among international 
teachers, especially between expatriate teachers and host country national teachers. As 
Hargreaves and Fullan (2012) and findings from this study suggest, human capital and decisional 
capital enhance individuals' social capital. If the focus is building human capital, decisional 
capital, and social capital simultaneously, administrators might foster informal teacher leadership 
more effectively. Given the unique issues surrounding international schools, administrators may 
need ITLs.  
Informal Teacher Leadership in International Schools 
 
 Fostering informal teacher leadership may have several benefits in international schools. 
ITLs may help international schools deal with two common issues among international teachers. 
First, international schools need ITLs who help international teachers adjust to new countries and 
new schools (see Alban & Reeves, 2014; Roskell, 2013; Savva, 2017). Findings from this study 
suggest that expatriate ITLs were a resource for expatriate teachers during their first year. 
Second, ITLs may help international schools retain international teachers (see Budrow & Tarc, 
2018; Cox, 2012; Desroches, 2013). A review of the literature and findings from this study 
suggest that conditions that foster informal teacher leadership may also retain teachers.  
Adjusting to new places. A common issue among international teachers is adjusting to a 
new country and a new school (Alban & Reeves, 2014; Roskell, 2013; Savva, 2017). The 
findings from this study suggest that expatriate ITLs may help expatriate teachers with the 
adjustment process. A consistent theme in the current study related to expatriate ITLs helping 
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expatriate teachers during their first year. One area that expatriate ITLs helped with was 
adjusting to a new curriculum. As discussed in chapter four, Darna, an expatriate ITL, helped 
Fatima, an expatriate teacher, adjust to the new curriculum. Another expatriate ITL, Natalie, 
discussed her work developing a staff handbook to help new expatriate teachers adjust to living 
in Vietnam. Natalie reported that she wanted structures for new expatriate teachers so they could 
focus on teaching.  
If new international teachers do not receive help with the transition to a new school and 
new country, their focus could shift away from the classroom. In a study on international 
teachers’ transition to a new school, Bailey (2015) found that time was lost due to teachers 
having to relearn everything. ITLs could help with the relearning process, saving time so that 
expatriate teachers can focus on teaching and learning.  
Retention. Due to a high annual turnover rate of international teachers, retaining high-
quality teachers is an important issue for international schools (Budrow & Tarc, 2018; Cox, 
2012; Desroches, 2013). International schools can retain teachers if they develop professional 
learning communities (PLCs), have supportive leadership, and participatory decision making 
(Dieterle, 2018; Mancuso, Robert, & White, 2010; Odland & Ruzicka, 2009). Based on the 
findings from this study, the same elements which foster informal teacher leadership may also 
increase retention. As discussed in chapter four, Ralph, the Head of School, reworked the 
schedule and provided professional development to meet his goal of creating PLCs. Dieterle 
(2018) found a connection between PLCs and teacher retention. In Dieterle’s study, international 
teachers in these PLCs built strong relationships with their colleagues; these strong relationships 
led to less teacher turnover. The findings from Dieterle’s study suggest that school structures that 
build strong relationships may decrease turnover.  
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In this study, one school structure that built strong relationships was the committees 
formed around teacher efficacy. At Vietnam International School, international teachers were 
required to join committees but could do so based on their passions and interests. As a result, 
like-minded people formed groups and built strong relationships. Victoria, an expatriate teacher, 
discussed how she joined her committee, where she met Lily. In the sustainability committee, 
Victoria formed a strong relationship with Lily, who emerged as a leader within the committee. 
These committees were also the vehicles for participatory decision-making. Administrators 
allowed these committees to drive school-wide initiatives so long as committee members did the 
work. However, administrators supported the process by having meetings and providing 
feedback to committee members. These elements fostered informal teacher leadership at 
Vietnam International School and may have resulted in international teachers’ long tenure.  
 Many participants reported working at Vietnam International School beyond their initial 
two-year contract. As discussed in chapter four, Lana reported working at the international 
school for seven years. Darna also reported working at Vietnam International School for seven 
years. Organizational qualities that foster informal teacher leadership also increase teacher 
retention. When administrators in international schools focus on building social capital to foster 
informal teacher leadership, they may have the added benefit of keeping high-quality teachers for 
a long time.  
The Social Network of International Teachers 
 The findings from the social network analysis provide insights into the interactions 
among international teachers. In this study, administrators created systems and structures which 
produced connections between individual international teachers in their social network. 
Administrators in international schools may need to develop additional systems and structures 
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which focus on building connections between groups, given that international teachers come 
from various backgrounds. Using the concept of network homophily, people who are like one 
another tend to cluster together in a social network (Borgatti, Everett, & Johnson, 2013). The 
findings from this study suggest that international teachers cluster together based on similar 
perspectives and similar cultural backgrounds. Strong ties are essential for international teachers 
who heavily rely on the professional community for help (Bailey, 2015). However, international 
teachers' information is limited if their only interactions are with people who share the same 
background and perspective.  
Clusters. International teachers cluster together in their social network based on similar 
cultures. In an example from this study, Filipino teachers had strong ties with each other. As 
discussed in chapter four, stratification existed in the social network based on culture at Vietnam 
International School. When looking at the social network, Ralph, the Head of School, described 
why he believed Filipino teachers had strong such strong ties: 
We've got a number of Filipino staff. So, I'm not sure how I couldn't track who 
connected with her, but there's a nice, and I would say it's healthy, but there's a 
cost, where it becomes unhealthy of the Filipino team kind of clicking, working 
together and connecting together, right, commonalities and cultural views. 
 
International teachers may naturally gravitate towards others who share similar cultures, 
but as Ralph said, “there’s a cost.” One cost being Western teachers not interacting with 
host country national teachers, who share the same language as the student population 
and receive pedagogical training specially designed for the student population. In this 
study, many Western teachers reported struggling with adapting the curriculum and 
teaching English language learners but did not connect with any host country national 
teachers in the social network. International teachers can better meet the needs of students 
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if administrators create systems that encourage interactions among Western teachers and 
host country nationals.  
International teachers with similar beliefs and perspectives about their 
international school may naturally be drawn together in their social network. In an 
example from this study, expatriate ITLs tended to have ties with other expatriate ITLs. 
A cluster of expatriate ITLs existed within the social network of expatriate teachers. The 
expatriate ITLs may have connected due to their similarities described in the Expatriate 
ITLs’ Actions and Motivations (see Table 5.1). Unless administrators encourage teachers 
to create connections outside their group, teachers may receive limited information. 
Developing a shared understanding. Individuals in organizations are constantly trying 
to make sense of what is happening around them. People develop a shared interpretation of 
events that serve as the context for organizational action (Choo, 1996). Rather than seek out 
information, individuals may receive information from a small number of people. Sensemaking 
is a social process and can be fragmented or guided (Mailis, 2005). In fragmented sensemaking, 
coalitions form, which limits the development of shared understanding. Conversely, in guided 
sensemaking, leaders engage with stakeholders to develop a shared understanding.  
Clusters within a social network represent groups of teachers exchanging information. If 
there are little or no ties with other clusters, teachers may only be exchanging information with a 
small number of people, and sensemaking is fragmented. By their very nature, ITLs are 
influencers and have more influence over these clusters than administrators. By engaging 
directly with these influencers, administrators can develop a shared understanding in their 
international schools. Administrators can use ITLs as a bridge between expatriate teachers and 
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host country national teachers. However, to be effective, administrators need to utilize expatriate 
ITLs and host country national ITLs.  
Host country national ITLs. None of the host country national teachers identified 
themselves as formal teacher leaders. Host country national teachers may be less likely to 
become formal teacher leaders in international schools (Pruitt, 2008). However, findings from 
the social network analysis suggest that host country nationals are willing to lead, albeit 
informally. Administrators should encourage host country national ITLs to expand their 
influence beyond their cluster within the social network. Administrators should encourage host 
country nationals to take on leadership roles because they tend to stay longer and have a cultural 
and language connection with the local student population. Host country national ITLs can 
support the local student population by providing resources, sharing ideas, and collaborating with 
expatriate teachers unfamiliar with the language and culture. More so than expatriate ITLs, host 
country national ITLs can support expatriate teachers adjusting to a new country. Host country 
national ITLs may be more critical for type C international schools than expatriate ITLs. 
A Model for Expatriate ITLs 
 Based on a review of the literature in chapter two, the General Model for Informal 
Teacher leaders was created (see Table 2.1). The model outlined the traits, actions, and 
motivations of informal teacher leaders. However, the studies used to create this model largely 
took place outside of an international school context, and the purpose of the model from this 
study was to help administrators identify ITLs in international schools. Administrators in 
international schools need a different model because of their context. Based on the findings from 
the current study, I created a new model (see Table 5.1). To identify ITLs in international 
schools, administrators should refer to The General Model for Informal Teacher Leaders and 
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Expatriate ITLs’ Actions and Motivations (see Figure 5.1). The model is discussed in greater 
detail in the paragraphs below. 
Figure 5.1  
Expatriate ITLs’ Actions and Motivations  
 
Builder 
 Expatriate ITLs do not spend time building strong relationships with administrators. 
Instead, expatriate ITLs spend more time building strong relationships with their colleagues. The 
relationships expatriate ITLs form with colleagues are stronger and personal because they exist 
outside of their international school. In this study, expatriate teachers and expatriate ITLs 
discussed having informal meetings and discussions outside school hours. Expatriate teachers 
and expatriate ITLs did not mention strong relationships they had with administrators. For 
example, Rosemary, the Deputy Head of School, described the strong relationships she had with 
Lily and Natalie, two expatriate ITLs. However, Rosemary formed these relationships before she 
became an administrator. Expatriate ITLs form strong relationships with their colleagues because 
they share the same experiences during the first year at their international schools. The turnover 
rate at international schools is high for international teachers, so expatriate ITLs have 
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opportunities to build strong relationships by helping new international teachers during their first 
year. 
Acclimator  
Expatriate ITLs build strong relationships by helping colleagues adjust to a new country 
and a new school. A consistent theme in this study was the notion that expatriate ITLs help 
expatriate teachers during their first year. Expatriate ITLs help new international teachers learn 
the school’s curriculum, help them find supplies and the right people to address problems, and 
tell them what to expect in the first year. Expatriate ITLs also help new international teachers 
adjust to their unique student population, host country nationals who speak English as an 
additional language. Expatriate ITLs provide new international teachers ideas and resources to 
adapt the curriculum for host country nationals and for English language learners. By adjusting 
the curriculum for host country nationals and meeting the needs of English language learners, 
expatriate ITLs help teachers unfamiliar with an international school context. 
More so than administrators, expatriate ITLs help new international teachers learn the 
international school’s culture. Emblematic of this process in this study was Natalie, an expatriate 
ITL, who said, "We are basically just trying to snatch up new staff and be like this is what you 
need to know. This is really what's happening. Here's what you need to watch out for." Natalie 
discussed her work developing a staff handbook to help new expatriate teachers adjust to living 
in Vietnam.  
New international teachers rely on expatriate ITLs for help during their first year more so 
than administrators. Because new international teachers rely on expatriate ITLs, they form strong 
relationships lasting beyond the first year. Expatriate ITLs use the strong relationships they build 




Rather than act alone, expatriate ITLs act as representatives of their groups when trying 
to meet goals. Expatriate ITLs use the strong relationships they form in their groups to meet 
school-wide goals. Expatiate ITLs also use the power of their groups to gain access to 
administrators. In an example from this study, Lily, an expatriate ITL, accomplished school-wide 
goals because she represented the sustainability committee. Through the sustainability 
committee, Lily integrated the sustainable development goals into the curriculum, created 
assemblies, and developed Green Mondays. As a representative of the suitability committee, Lily 
also had a more significant influence on her colleagues and administrators.  
Influencer  
Expatriate ITLs influence their colleagues and administrators. Expatriate ITLs use the 
strong relationships they build inside and outside their international schools to influence their 
colleagues. By helping others acclimate during their first year at the international school, 
expatriate ITLs are also able to influence colleagues. Expatriate ITLs’ influence is expanded 
further by being group representatives. They influence group members and use the power of their 
groups to influence administrators. Expatriate ITLs are motived to influence their colleagues and 
administrators to meet the unique needs of their student population.   
Meeting International School Needs 
 Expatriate ITLs are motivated to meet the unique needs of their international school. 
Expatriate ITLs support international teachers who are not familiar with teaching host country 
national students. To help host country national students, expatriate ITLs provide resources, 
share ideas, and collaborate with colleagues. The resources of expatriate ITLs are targeted at 
English language learners. Most of these host country national students speak English as an 
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additional language, so expatriate ITLs support their colleagues, who have not taught such a high 
percentage of English language learners. Because colleagues are unfamiliar with the student’s 
culture, expatriate ITLs share ideas such as behavior interventions. The curriculum used in 
international schools is designed for specific countries or a cultural mix of students (Hayden, 
2006). Expatriate ITLs collaborate with colleagues to adapt the international schools’ curriculum 
for host country national students. Expatriates ITLs support international teachers so 
international teachers can support their students.  
The Context of Type C International Schools 
One aim of this study was to explore how context affected expatriate ITLs. The findings 
suggest that type C international schools may negate the influence of the host country in which 
the school resides. In the interviews, participants did not reference the host country, except the 
large percentage of host country national students, a trait common to every type C international 
school (Hayden & Thompson, 2013). The geographic context may have little influence in type c 
international schools because such schools try to recreate context outside the host country. Type 
c international schools are designed for local elites who desire to send their children overseas, 
and such schools are a way for local elites to show off their lifestyle (Bunell, 2019). The 
corporate owners must make type C international schools distinct to persuade local elites that 
such schools are superior to local schools, and therefore, worth the exorbitant fees.  
While the international curriculum makes type C international schools different from 
local schools, a more visible distinction is the mostly White expatriate native English speakers 
who teach the local elites’ children (Canterford, 2003; Hayden, 2006). Type c international 
schools are not only selling an education but the experience of attending an American or 
European school. The host country may have little influence over expatriate teachers in type C 
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international schools because such schools exist in a bubble. Expatriate teachers often work in 
type C international schools sounded by walls and barbed wires, creating clear divisions between 
the school and the host country (Hayden, 2005). However, the presence of host country national 
teachers runs counter to the experience of attending an American or European school.  
Despite the value that host country nationals may bring to type C international schools, they do 
not serve the narrative corporate owners are trying to sell to local elites.  In this study, 
participants did not discuss host country nationals in the interviews. The social network analysis 
corroborates the host country nationals’ absence from the discussions. Host country national 
teachers and expatriate teachers have limited interactions. Host country nationals lie off to the 
side in social network, and they may be on the sidelines in the international school. Host country 
nationals were identified as ITLs, but only by other host country nationals. They rely on each 
other for professional growth and development, but not the expatriates in the school. No host 
country national identified as a formal teacher leader, so they do not even have a place within the 
hierarchy. Type C international schools hire host country nationals because they want to, but 
because they must. Host country nationals are required due to government-mandated curriculum. 
The owners of type C international schools see no value in host country nationals, as evident in 
their low salaries relative to expatriates (Hayden, 2006). In type C international schools, host 
county nationals and expatriates exist within different contexts.  
Professional capital may do little to foster informal teacher leadership among host 
country national teachers due to their status in type C international schools. In terms of social 
capital, human capital, and decisional capital, expatriates have the advantage. Host country 
nationals may find building social capital difficult when they cannot conference easily in 
English, the dominant language of the school. Due to their degrees originating from the host 
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country, deemed inferior to Western universities, host country nationals lack human capital. 
Finally, the neo-colonial elements in type C international schools, which favor the opinions and 
choices of expatriates, negatively influence host country nationals’ decisional capital (Carol-
Anne Burke, 2017). Because of these issues, host country nationals may be more affected by the 
context of type C international schools than expatriates. 
Study Limitations  
 This study has several limitations surrounding access to international schools, the study’s 
timing, sampling methods, expatriate teachers’ willingness to share information, the theoretical 
framework, and the study’s perspective. Access to international schools was limited. While I 
intended to study multiple international schools, only one international school agreed to 
participate in this study. A comparative analysis across multiple international schools may have 
revealed a different set of themes than those present in this study. Also, the international school 
sampled was an elementary school, which meant the survey question on subjects taught was 
irrelevant. If the international school had been a secondary school with subject teachers, I would 
have used the international teachers’ subject area as a variable in the social network analysis. 
The timing of the study may have limited the access to international schools. While all 
international schools in Vietnam were fully reopened during this study, many of them were 
dealing with the effects of COVID-19. Furthermore, during this study, most of the Heads of 
School in the sample were beginning their first year at their international school. There is also 
the question of whether international schools, many of which are privately owned, are willing to 
open up to the potential scrutiny that comes with research. These factors may have caused 
international schools to decline participation in the study.  
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The sampling method for informal teacher leaders in phase two was also a limitation. The 
interview responses from expatriate teachers were used to formulate questions for expatriate 
ITLs. However, expatriate ITLs had to agree to participate in the study before I could conduct 
interviews with expatriate teachers. In one instance, an expatriate ITL initially agreed to take part 
in the study. However, once the expatriate teacher was interviewed, the expatriate ITL was 
unresponsive when I requested an interview. In other instances, expatriate teachers declined to 
participate, and I could not interview some expatriate ITLs because there was no data to 
formulate questions. Also, many expatriate ITLs selected other expatriate ITLs within the 
survey, which limited the number of expatriate teachers who could be interviewed. 
Expatriate teachers and expatriate ITLs knew I might share topics they discussed in 
interviews with their administrators. Given that I provided expatriate ITLs’ names to 
administrators, participants may have been unwilling to share all their thoughts and perceptions. 
Some participants may have avoided topics to prevent any adverse reactions from their 
administrators.  
Another limitation was only focusing on the administrator's perspective in this study. The 
top-down perspective does not capture all the ways to build social capital and foster informal 
teacher leadership. International teachers at the research site may be encouraging other 
international teachers to become ITLs. Also, international teachers may have intrinsic motivation 
to become ITLs because they see a need their international school does not meet. There may be 
other ways to foster informal teacher leadership without administrators, which the study's 
perspective did not capture.  
ITLs may also have ways to build social capital which do not involve their administrator. 
As the findings from this study suggest, expatriate ITLs spend time outside of their international 
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building strong relationships, so there are likely other ways to build social capital, which the 
study's perspective did not capture. There are also limits to exploring international teachers' 
social networks from an administrator's perspective. International teachers may not want 
administrators to know all the connections in their social network. Social network connections 
represent international teachers' interactions, which some participants may consider personal and 
not share with their administrators.  
The study’s theoretical framework was the final limitation. Social capital is variable 
when studying relationships between people in social networks. However, only using social 
capital as a lens in the social network analysis limits the understanding of these relationships. As 
discussed in this chapter, human capital and decisional capital may be necessary for ITLs and 
important variables when analyzing social networks. These three forms of capital, collectively 
called professional capital, might be the appropriate theoretical lens for social network analysis. 
Implications for Future Research 
The findings from this study provide several opportunities for future research. Future 
researchers may want to examine the importance of professional capital for ITLs in international 
schools. By doing so, future researchers could provide administrators with other means for 
fostering informal teacher leadership. More research might also focus on ITLs in type C 
international schools. The number of type C international schools in other countries provides 
opportunities to research if the host country influences expatriate ITLs. Future studies might also 
focus on host country national teachers in type C international schools. All perspectives are 
needed to understand the type C international school context, and no studies have focused on the 
host country national perspective. Future researchers could use social network analysis to 
continue studying how ITLs operate within international schools. Other variables besides social 
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capital may influence ITLs in social networks, such as human capital and decisional capital. 
Future researchers might explore how administrators build social capital between host country 
nationals and expatriates. Building social capital among international teachers from various 
cultural backgrounds may be challenging. Hence administrators need ways of building social 
capital that fit their context to increase interactions among diverse groups of international 
teachers. Furthermore, current research does not represent the diverse backgrounds of 
international teachers. More research is also needed on the experiences of international teachers 
outside the classroom, such as training for international teachers and motivations for teaching 
overseas.  
The first area of future research might focus more on Hargreaves and Fullen’s (2012) 
theory of professional capital. The findings from this study suggest that professional capital may 
be vital for expatriate ITLs. However, social capital may not be enough to foster informal teacher 
leadership in international schools with teachers from various cultural backgrounds. Professional 
capital may provide other levers for administrators trying to foster informal teacher leadership in 
international schools. Future researchers could provide administrators in international schools 
with best practices for fostering informal teacher leadership. Another opportunity for future 
research regarding professional capital is exploring how administrators use other forms of capital 
to foster informal teacher leadership. The findings from this study suggest that building human 
capital, social capital, and decisional capital simultaneously may better foster informal teacher 
leadership because each of these forms of capital may enhance the other. The focus of this study 
was on social capital, but human and decisional capital emerged in the analysis. By designing 
instruments that capture data on human capital and decisional capital, future researchers can 
confirm if these forms of capital are essential for ITLs. 
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The second area of future research might focus on ITLs within type C international 
schools. As this was a single-site case study, the findings cannot be generalized to other type C 
international schools. However, the study's exploratory nature did generate topics that could be 
studied in future research. In the current study, the ways administrators fostered informal teacher 
leadership correlate with ways to retain international teachers. Researchers could focus on the 
relationship between organizational qualities that foster informal teacher leadership and teacher 
retention. Because retaining international teachers is a problem for international schools, future 
researchers could provide administrators ways to keep teachers beyond their initial contract. 
More research is also needed to verify if type C international schools negate the host country's 
influence on expatriate ITLs. By studying multiple schools instead of one, future researchers 
could look for trends across many type C international schools to see if context affects expatriate 
ITLs. 
The third area for future research is studying how ITLs operate within international 
schools using SNA. One topic for future research is comparing ITLs and formal teacher leaders 
(FTLs) using SNA. Although FTLs may have power the comes with the position, ITLs may have 
more influence within the international school. In this study, participants could not select FTLs 
in the ITL Identification Survey. A suggestion would be to list all teachers on a survey used for 
SNA. By doing so, future researchers could compare the level of influence between FTLs and 
FTLs. Future researchers may also want to examine the correlation between years of experience 
and the ITL's level of in-degree centrality. Several expatriate ITLs in this study reported working 
at the international school beyond their initial contract, which may have been a variable in their 




The fourth area for future research is studying host country nationals within type C 
international schools. Very few studies have captured the thoughts and perceptions of host 
country nationals. Future studies could explore how working in type C international schools 
influences host country nationals. More research is needed to determine if host country nationals’ 
experiences are different from expatriates. The host country national perspective is necessary to 
fully understand the type C international school context. Future studies might also focus on 
administrators fostering informal teacher leadership among host country national teachers. Due 
to sharing the same language and culture as the local student population, host country nationals 
may be an untapped resource for type C international schools. An opportunity for future research 
would be replicating this study but interviewing host country national ITLs in phase two rather 
than expatriate ITLs. 
The fifth area for future research is building social capital between different cultural 
groups. The findings from the social network analysis suggest there are limited interactions 
between host country nationals and expatriates. At the same time, the interview analysis suggests 
that expatriates struggled with the local student population, both academically and behaviorally. 
Why expatriate teachers would not turn to host country teachers who have been pedagogically 
trained to teach the local student population is unclear. Future studies could explore how 
administrators build social capital among these two groups in type C international schools. Better 
understanding ways to build social capital despite these differences may help administrators 
foster informal teacher leadership and increase interactions among expatriates and host country 
nationals. Future studies may also want to explore how international teachers build social capital 
among each other, as findings from this study only examined the phenomena from an 
 
165 
administrators’ perspective. There may be ways to foster informal teacher leadership, which the 
study did not capture. 
The sixth area for future research should capture the diverse experience of international 
teachers. Little research has been conducted on the lives of international teachers outside the 
classroom- specifically, their motivations for becoming international teachers and how prepared 
they are to teach internationally. As many international teachers receive training in their home 
country, future researchers could focus on appropriate training to teach internationally. The 
limited research that has occurred on international teachers likely reflects the experiences of 
white individuals. Future research should focus on people of color and how their race and 
ethnicity may affect their experiences in international schools. Future researchers should also 
consider how gender affects people’s experiences. Because international schools are in countries 
with different laws on workplace discrimination, such teachers may have different experiences 
than in their home countries. Their experiences should be highlighted in the hopes that 
international schools come to terms with discriminatory treatment based on race and gender. 
Researcher Reflection 
This was my first experience conducting research of any kind. Conducting research for 
the first time is difficult for anyone. However, the timing and location of my research presented 
unique challenges which I did not anticipate. Reflecting on all the work I did just to begin my 
study, I feel grateful that I was able to conduct research in Vietnam as an American. Future 
researchers should be mindful of the difficulties of studying within an international school 
context. 
The first difficulty was navigating through the laws around research within Vietnam. I 
had to confirm if any laws applied to my study to secure IRB approval. I contacted the Ministry 
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of Education in Vietnam countless times via phone and email to confirm if I needed permission 
from the Vietnamese government to conduct my study. I do not speak Vietnamese, so I relied on 
friends who spoke Vietnamese for help. Government officials could not provide an answer, so I 
had to hire a lawyer in Vietnam to provide me with an interpretation of the law. The process was 
costly and time-consuming for me, but the lawyer provided me with his assurance that no 
Vietnamese laws applied to my research. A letter written by the lawyer was forwarded to the 
IRB, and my study was approved.  
The second difficulty was gaining access to international schools for research. I did not 
anticipate that so many international schools would decline to participate in this study. While 
COVID-19 undoubtedly affected the participation rate, the private and competitive nature of 
these international schools may also have limited my access. Contacts at other international 
schools have told me that some corporately owned international schools have a strict “no 
research” policy. I cannot confirm this but allowing researchers into these international schools 
could highlight issues that these corporately owned schools may not want to address.  
The third difficulty was conducting this study during a global pandemic. As COVID-19 
spread throughout the world in early 2020, researching international schools in Vietnam seemed 
impossible. However, thanks to the efforts of the Vietnamese people, they contained the virus in 
the initial outbreak. All schools in Vietnam fully reopened for the 2020-2021 school year while 
most schools around the world were closed. This allowed me to conduct my study, but I still took 
certain precautions recommended by the IRB, such as conducting my interviews via Zoom. I was 
still able to visit the research site to conduct the social network analysis, and even the 
participants recognized how unique their school was, given that they were open while most 
schools worldwide were closed.  
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Because of these difficulties, now I understand why there is so little research conducted 
in an international school setting. Despite these difficulties, I was able to capture the thoughts 
and experiences of international teachers. However, more work needs to be done to capture their 
thoughts and experiences, which I will continue to do in future studies.  
Conclusion 
 In this single-site case study, I explored how administrators built social capital to foster 
informal teacher leadership in type C international schools. Using social network analysis, I 
identified informal teacher leaders and tested the hypothesis that stratification exists between 
host country national teachers and expatriate teachers. The hypothesis was incorrect, but one 
subgroup comprised American and Europeans teachers while the other subgroup comprised 
Asian teachers, suggesting culture influences interactions between international teachers. 
Administrators in this study built confidence and connections for expatriate ITLs. As a 
result, expatriate ITLs felt empowered to share their expertise and go beyond their contractual 
obligations to improve teachers’ practice and student learning. Expatriate ITLs influenced 
colleagues by helping during their first year and building strong relationships existing beyond the 
international school. Expatriate ITLs expanded their influence further by using the power of their 
groups. Using their influence, expatriate ITLs met the needs of their international school by 
helping host country national students who spoke English as an additional language. Although 
the results of this study are not generalizable, the results can be used to inform the nature of 
informal teacher leadership in international schools. The results can be applied to administrators 



















































Appendix B: EXPATRIATE TEACHER INTERVIEW PROTOCOL  
 
1. You selected (insert name of expatriate ITL) as someone you rely on for your 
professional growth and development. How do you rely on (insert name of expatriate 
ITL) at this international school?  
2. Can you provide some examples of how (insert name of expatriate ITL) has supported 
you? 
3. How has working with (insert name of expatriate ITL) influenced student learning at this 
international school? 
4. How often do you collaborate with (insert name of expatriate ITL) on improving student 
learning?  
5. Does (insert name of expatriate ITL) ever share and try out new teaching methods to 
enhance student learning? 
6. Do you have any time built into your schedule to examine and improve instruction with 
(insert name of expatriate ITL)? 
7. Do your administrators provide (insert name of expatriate ITL) with opportunities to 
observe you teach?  
8. When your administrators schedule meetings between teachers, what is the focus of the 
meetings? 
9. Which of the administrators do you feel has supported (insert name of expatriate ITL)’s 
efforts to collaborate with you? 
10. What are ways, if any, have your administrators helped you build trust with (insert name 
of expatriate ITL)? 
11. Do you believe there is a trusting culture at this international school?  
12. Do you have any other reflections on (insert name of expatriate ITL)? 
13. Are there any other thoughts you would like to share about the topics we have covered in 













Appendix C: EXPATRIATE ITL INTERVIEW PROTOCOL 
1. (Insert names of survey participant) selected you as someone who they rely on for their 
professional growth and development. Why do you think they said that? 
2. Can you provide some specific examples of how you supported (Insert name of survey 
participant)? 
3. (Insert names of survey participant) brought up these as examples of ways you are 
supportive (provide the expatriate ITL with topics from the previous interview). Can you 
provide more information on these examples? 
4. What are ways you have influenced student learning at this international school?  
5. How often do you collaborate with (insert name of survey participant) on improving 
student learning? 
6. Do you provide feedback on the teaching practices of (insert name of survey 
participant)? 
7. Do you ever share and try out new teaching methods to improve student learning? 
8. Do you have any time built into your schedule to examine and improve instruction with 
(insert name of survey participant)? 
9. Are you provided with opportunities to observe (insert name of survey participant)’s 
teaching? 
10. When your administrators schedule meetings between teachers, what is the focus of the 
meetings? 
11. Which of your administrators do you feel has supported your efforts to collaborate with 
your colleagues?  
12. What are ways, if any, has the (insert name of the identified administrator) helped you 
build trust with (insert name of survey participant)? 
13. Do you believe there is a trusting culture at this international school? 
14. Do you have any other reflections on (insert name of the identified administrator)? 
15. Are there any other thoughts you would like to share about the topics we have covered in 




















Appendix D: ADMINISTRATOR INTERVIEW PROTOCOL 
 
 
1. How would you define an informal teacher leader at your international school? 
2. These people (insert names of expatriate ITLs) were identified as ITLs in the social 
network analysis. Do any of these names surprise you? Why or why not?  
3. Can you provide some specific examples of how  (insert names of expatriate ITLs) has 
supported their colleagues? 
4. (Insert name(s) of expatriate ITL(s) who selected this administrator for an interview) felt 
you support her/his/their efforts to collaborate with her/his/their colleagues. What have 
you done to make her/him/them say that? 
5. How has (insert name(s) of expatriate ITL(s) who selected this administrator for an 
interview) influenced student learning at this international school?  
6. Do you create time for teachers in their schedules to examine and improve instruction?  
7. If so, do they have a specific role in the school or is this something you provide all 
teachers? 
8. What are ways have you helped build a culture of trust within this international school? 
9. What are ways that you helped build trust between (Insert name(s) of expatriate ITL(s) 
who selected this administrator for an interview) and her/his/their colleagues? 
10. Do you have any other reflections on (insert name(s) of expatriate ITL(s) who selected 
this administrator for an interview)?  
11. Are there any other thoughts you would like to share about the topics we have covered in 
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